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Introduction 


In stressed cities all over the world the contemporary urban school 
seemed a confusing and disturbing place to the newspaper reader or 
parent of the 1960s and 1970s. Conflicting reports from teachers, chil- 
dren, journalists, government departments and educationists aroused 
general interest and concern simply by begging the question: what 
teally does go on in schools? In Britain the Great Education Debate, 
officially initiated by the Prime Minister in 1977, formally put questions 
of the kind that everyone was asking: what is wrong with schools? Who 
is to blame? Who, if anyone, is right in their analyses and answers? 

This book cannot provide answers to all these questions — no one can 
quantify educational neglect; but it attempts to give a composite por- 
trait and an explanation of the urban classroom over two decades, and 
to show what went wrong. It confronts the administrator with the 
Scarcely credible newspaper report and the headmaster with the prob- 
lems of the increasingly influential ‘silent’ figures — the caretakers and 
'helpers' - who play such an importantif unnoticed partin the running 
of the school. It considers not only what and how children are taught, 
but also the conditions in which they are taught and those in which 
they live, which vitally affect their achievement. The stance through- 
Out is uncompromising on how awful many schools and classrooms 
have been. The teacher is nota psychiatric nurse, the classroom is nota 
therapy unit. The school should not be a territory of protection rackets 
and wary, frightened or aggressive children, staffed by harassed 
adults chafing at a resented career and poor pay. 


[2] 


The book begins by looking at the schoolin its wider setting. Some of 

the misguided attempts to providea better education for educationally 
deprived urban children are considered in Chapter 2; following chap- 
ters outline the social conditions which meant that such short-sighted 
strategies were born to fail. Chapters 6 to 8 discuss the school as a 
whole — its construction, running and management, and the effects 
these have on the life of those who work in it; Chapters 9 to 12 survey 
the enormous field of changing theories, projects and practices in 
curriculum. The teaching of English is taken as a case study to show 
how the pursuit of desirable objectives sometimes resulted in the 
destruction of social control or curriculum stability because of untimely 
innovation. Chapter 13 looks at reactions to radical techniques and the 
new call for accountability. Chapter 14 considers the reactions of the 
urban child to inner city conditions, and the various attempts that have 
been made to help him, both from within the school and from without. 
The book ends by looking at social mix as the means of combating 
urban disadvantage, at policies that may help to improve it, and in 
particular at the part that teachers and schools can play in achieving it. 

I have never forgotten my first week as a young teacher fifteen years 
agoinaninner city comprehensive school belonging to Britain's largest 
urban authority. On the second day the book stock given to me for a 
class of ‘remedial children’ consisted of thirty brand-new bibles. These 
were provided by the County Hall; the school had nothing to give me, 
so great had been the previous term’s destruction. Ten of the children 
needed special educational placement, one was psychotic and the 
remainder presented a formidable galaxy of problems. The school 
suffered repeated spasms of fire-raising. Professional life was nasty, 
brutish and short — many teachers left each year. Individual depart- 
ments achieved social order, but often by violent means. Cliques 
among the staff complained to cabinet ministers in secret after-hours 
meetings that the school was a disaster — yet it was one of the most 
expensively staffed, best resourced and m 
city schools in the coun 
chapter, 


ost carefully designed inner 
try. In painting a turbulent picture in my first 
| therefore, I have not exaggerated; I have presented a simplis- 
tic cartoon of the urban classroom jungle as it stirred the popular 
imagination, because it makes a good starting point for the following 


chapters, which have attempted to deepen the reader’s understand- 
ing, and my own, of what really was happening and what must 
happen in the future. 


1 Classroom crisis and teacher stress 


What was the pathology report on the British urban classroom as 1980 
approached? It was a portrait in the cities and large towns of schools in 
tumult. Indeed, in the conurbations of other advanced countries, such 
as the US, Australia, and Canada the crisis in the urban classroom was 
causing widespread alarm.' Urban education in Britain in the 1960s 
and 1970s was devastated by demographic landslide and ravaged by 
epidemic maladjustment. Some 21 per cent of boys and 16 per cent of 
girls in the inner city playground exhibited aggressive and abnormal 
behaviour. Juvenile crimes of violence multiplied seventeen times in 
the twenty-five years before 1977. Schoolchildren in London and other 
major cities were often a year behind the national average in reading 
attainment at eleven years.? Not only were playgrounds hazardously 
menaced by disturbed children, the school curriculum was visibly 
distorted. Yet such endemic maladjustment among urban children 
ruled out special educational treatment as too expensive. The cry rang 
out, disguised as enlightened policy; ‘contain your problem ene 
in the ordinary school. Perhaps, as the teaching profession a 
claimed, schools merely reflected the deterioration and quality o 
urban life. But beyond doubt, in London, Glasgow and many urban 
authorities the schools system, especially in new comprehensives or 
multi-ethnic neighbourhoods, was on the edge of total collapse. 
Urban crime statistics showed soaring violence among 14- to 17- 
year-olds and younger children as well, most markedly in i dis 
Cities. Among teenage girls the flowering of unisex violence and r 


thorities to high security imprisonment were clearly 
p aen Cannabis, Canine ain glue sniffing, eria 
heroin addiction, and lunchtime drinking sessions among older chil- 
dren all obtruded on teachers and taught in the urban classroom. 
Parents and the general public, relying on newspapers and the 
gossip of children for their picture of the urban classroom, listened to 
hair-raising tales.* Playground stabbings, the murder of a street trader 
planned during playtime, muggings by alienated West Indian teen- 
agers at lunchtime, the teenage suicide following persistent bullying — 
any of these were easily believed. The long, hot summers of the 
mid-1970s in the capital city witnessed school and street riots among 
pupils. Shops displaying stern notices refused to serve schoolchildren, 
as pilfering exceeded profits. Juveniles shoplifting during lunchtime 
unprecedentedly found themselves pursued back to their school gates 
by a police helicopter. 

Schoolchildren dominated the criminal statistics. A Scotland Yard 
study of housebreaking trends between 1973 and 1975 aimed to spot 
target criminals who could be put under observation and eventually 
arrested; but the police researchers found that over half of the 37 per 
cent increase in London burglaries were committed by children aged 
11 to 15 years. Police also found that most juvenile crime was commit- 


ted between noon and 3 p.m. — when children should have been in 
school. 


Behind the daytime crime wave among schoolchildren, 
popular belief, press comment and the confidential mutterings of 
teachers was the untimely raising of the school leaving age. A monu- 
mental professional blunder led the teacher unions in 1973 to insist on 
ROSLA, the ‘raising of the school leaving age'. Within three years the 
teaching profession was to make a complete volte-face. By 1976 liberal 
heads of comprehensive schools, and the Black Paper enthusiasts, as all 
along, were publicly urging exemption schemes for early leavers, or 
even lowering the school leaving age to 14 again.* Truancy became 
particularly bad as ROSLA exacerbated teacher stress ata time of acute 
staff shortage and part-time working by schools. London secondary 


schools in 1973 reached the point where each morning the education 
officer had on his desk a list of twenty schools likely to close down that 
day through staff shortage.* 


Despite whitewashin 


according to 


g school attendance surveys, which fondly 
showed an average 89 per cent attendance in city schools, inquisitive 
journalists nevertheless alleged that secondary school attendances had 
dropped enormously. After all, as an anonymous education officer 


wrote, an official 89 per cent attendance could still mean that 54 per 
cent of the children truanted at least one morning or afternoon each 
week.” 


Fire-raising in urban schools was a growing trend. In 1973 in Britain [5] 
there were 89 major school fires with total damage amounting to nearly 
£6m; whereas ten years previously the annual figures had been 18 such 
fires costing £&m.? Most school fires in the conurbations of Merseyside, 


‘We've called you in to help with this appalling problem of truancy.” 


Manchester, Birmingham or London were deliberately started by 
young people at weekends or the evenings, and bomb or fire hoaxes 
during the school day were even more common. A contemporary 
Primary school which had taken two years to build could be a smoul- 
dering wreckage barely two hours after the fire-bug had struck. 
Vandalism in urban schools was pandemic and astronomically 
costly; an estimated £15m of damage was done in 1977. In 1974 the 
ILEA Chief Architect cited one comprehensive which spent £50 per 
day ~ £1,000 per month - on repairing broken glass alone. ker n 
new urban school buildings were shocked at their rapid deteriora n 
ranging from the graffiti on the corridor lockers, or heare ag a 
Coke cans in the biology pool, to the conflagration which i : "jose 
Staffroom or stockroom. Glasgow education officials estimate 


[6] two new primary schools each year could be constructed with the 
money they spent on repairing vandalism. Such statistics were mostly 
conveyed in confidential reports to education committees, for most 
policy-makers and teachers feared that publicity would have an 
immediately contagious effect in making school damage worse. Unfor- 
tunately this low-key approach also inhibited anti-vandalism cam- 
paigns. So glass continued to be smashed in classroom windows or 
false fire alarm calls, playground seats survived a week or two, and 
only constant vigilance by patrolling teachers prevented pipes being 
pulled away from walls or lavatories stuffed with anything to hand. A 
school might well employ a full-time plumber, glazier or carpenter. 
There was no such thing asa safe cloakroom. Children distrusted other 
children; secondary pupils, especially in the larger comprehensives, 

carried their coats and satchels everywhere. 

Little, apparently, could be done about disruptive or violent pupils. 
Despite constant horse-trading between heads on the principle ‘you 
take my problem and I'll take yours’, very often there was nowhere 
else to send an unruly teenager. Suspension was an option frequently 
denied to heads of secondary schools on grounds of legality, profes- 
sional pride or political acceptability. ‘Don’t rock the comprehensive 
boat’; teachers were warned, or ‘don’t Say you can't cope, it will hinder 
your promotion.' The suspension of primary pupils was unthinkable. 
Special school places were scarce. The vagaries of professional politics, 
social work fashion, educational and children's legislation loaded the 
problems onto ordinary schools. The two persistent vandals who 
broke into the headmaster's study, ruined the carpet with ink and used 
his desk as a lavatory were accepted back after several weeks. An 
assaulted teacher might writhe in embarrassed anger: he could do 
nothing when the convicted offender, given a supervision order but 


sent home because no residential place could be found, sauntered 
nonchalantly back into the classroom. 


expensive science 
Sion or audio-visual aids rooms were 


its education officer declared that society had turned full circle toa [7] 
scale of vandalism and arson characteristic of 1900, when anyone in the 

city hiring a school for a wedding or function was required to employ 

two policemen to keep order.!? 

Education was news. A second wave of books appeared, following 
those of the early 1950s which had exposed the ‘blackboard jungle’ in 
secondary modern schools." Television offered sharp, timely 
documentary coverage of educational issues. The slow progress of the 
Tyndale enquiry was prominently featured on television news and 
media coverage could make an academic research controversy about 
the ‘progressive’ primary classroom a matter of popular concern. 2 The 
comic possibilities of the urban staffroom and classroom, or the daily 
saga of a school caretaker’s life were sentimentalized in television 
serials. Leila Berg’s highly-coloured book about the ill-fated Rising Hill 
comprehensive school, at the beginning of the period under review, 
or the realistic portrait of life in a comprehensive in 1975, given by 
Hunter Davies in The Creighton Report ten years later," were as grip- 
ping as fiction. There were cliff-hanging accounts in the educational 
press of the threatened survival or HMI inspection of the progressive 
secondary school Countesthorpe College. Trendy editorial teams 
flooded the market with messianic paperbacks by the radicals of US 
urban education.!* 

Local newspapers were eager for educational ‘stories’, especially 
those featuring rows over comprehensive plans, the debate about 
educational standards, the multiracial classroom or progressive 
Primary school. One newspaper was accused of being an agent pro- 
vocateur after smuggling a reporter (herself a qualified teacher) into a 
teaching job at an unruly London comprehensive." A sensational 
exposé of classroom conditions followed this ‘inside story’. More sus- 
tained, less inflammatory coverage was given to the urban school by 
newly-launched magazines like Forum, which was committed to 
unstreaming and comprehensivism, by the sociological weekly New 
Society, which began life in 1960, or by The Guardian newspaper, widely 
read by teachers, which introduced regular education pages. Journal- 
ists were heavily criticized for their unbalanced reportage." But they 
complained that inside the school system too many people had given 
up conceding the truth and got into the public relations habit of playing 
down bad news. Teachers were urged not to cry ‘stinking fish , S0 as 
Not to make the job even more intolerable. Inspectors remained mute, 
for reasons we shall discuss. Politicians murmured 'don't rock the 
comprehensives’. : 

Of course all schools, especially the city comprehensives because of 
their size, were like the curate's egg — good in parts. Calm might reign 
in the science block, while across in the school-leaver's huts a teacher 


[8] 


battled for classroom co-operation from raucous young adults. It was 
as difficult to find out whether a school was really any good as to assess 
the professional competence of a family doctor. You found out by word 
of mouth, or the hard way. 

With all the conflicting reports and impressions, no one in the end 
could tell how serious and widespread the urban school crisis really 
was. No national reporting system assessed the schools. HM Inspec- 
tors were allegedly more active in inspecting lavatories than class- 
rooms. Heads and senior staff hesitated to confess that they were 
losing their grip, they and the politicians shamed young teachers into 
collusive silence. At national level, synods of researchers, evaluators, 
curriculum developers and policy advisers, convinced that there were 
purely educational solutions, academically disputed issues of ques- 
tionable relevance while an urban earthquake rumbled beneath them. 


Teachers were under stress. A Cambridge researcher in 1975 moni- 
tored the cardiac rate of teachers experiencing crises of classroom 
control.'* A Friday afternoon with difficult fourth formers could raise 
the heart rate from 70 to 120 beats a minute. Actuarial records for 1976 
showed that deaths among men teachers had more than doubled, and 
early retirement on a breakdown pension was three times more fre- 
quent than it had been ten years earlier. 

At the height of the staffing shortage, newspapers jovially reported 
that the biggest truants were teachers themselves.!? Even hardened 
Australians, men 'supply' teachers sent to a different school each 
morning to cover staff absence, were unable to quell classroom turmoil 
-and were going home to bed in the afternoon with 
sliding off to the cinema. Educati 


n tough Glasgow, which by 1972 had 
its secondary schools. Similar 


British urban teachers had fallen badly behind in pay; the relative 


salary position of all teachers had been falling steadily since 1936.7° At 
that time a teacher's salary was 91 per cent of that enjoyed by a member 
of parliament. In 1967 it had fallen to 43 per cent. A young teacher 
starting in 1973 would work for ten years before achieving the average 
manual wage. A Ruskin College research project, commissioned by a 
national union, showed that teachers were earning less than other 
professionals throughout their careers, the gap being especially wide 
among the over-35-year-olds.?! It was the 25- to 40-year-old teachers 
who led the diaspora from the urban classroom, and indeed from the 
teaching profession itself. Women teachers complained they had to 
delay babies until they were too old to enjoy them. Some young 
teachers, wincing under pupil gibes that they could earn more as a 


Waitress or minicab driver, took.such jobs. 


(^ 


^- and if you promise to stay for a whole year we'll give you a Scale 5.’ 


A 1974 survey found large numbers of teachers among the young 
Professionals joining the middle income flight from cities.22 This was a 
Phenomenon which had been observed world wide. Teachers gave as 
their main reasons for leaving the city and the urban classroom: mar- 
nage and housing difficulties, promotion, dissatisfaction with teach- 
ing or their schools, and need to widen their experience. Like other 
white-collar employees, teachers were refusing attractive urban posts 
because of inflated housing costs and the stress of the commuter 
life-style. Their average daily journey to work was, for instance, 17d 
miles in London. 

By 1974 teacher turnover in London was so high that one teacher in 

er, at 29:8 per cent, was 
ould only be staffed by 
ards the 


three was leaving each year. London's turnov 
twice the national average. Urban classrooms € | s 
enticing young, inexperienced college leavers temporarily tow: 


[9] 


s 


[10] 


bright lights of the capital. But they soon left, for marriage, easier jobs, 
or because they faced a housing crisis. Most teachers were not born 
locally, or resident locally during teacher training, and therefore did 
not qualify for public housing. Indeed, some did not want the 'social 
death' of council tenancy. The cheap bedsitter disappeared as the 
private rented sector shrank, hastened by Government legislation, 
and property prices boomed. Yet the extraordinary inflation of house 
prices during the late 1960s made it at first difficult, and later impos- 
sible, for poorly paid teachers to get an initial foothold in the housing 
market. Some squatted. But most, reflecting an occupational prefer- 
ence for house ownership, sought teaching jobs in the countryside or 
outer suburbs where they could afford to buy a house. Many teachers, 
as well as politicians, administrators or inspectors who were parents, 
moved their families out to the suburbs, considering that children were 
not safe in the playground and did not learn any more in the urban 
classroom. Even a payment awarded nationally to teachers working in 
the disadvantaged urban classroom, or the additional London allow- 
ance, failed to dissuade teachers from deserting the cities. 

The renamed training colleges, or ‘colleges of education’, expanded 
and boomed with activity during the early years of staffing crisis. Many 
new colleges opened. But most of the colleges were placed deep in the 
countryside or the remote suburbs. Paradoxically, although dozens of 
academic courses were designed and numerous books on curriculum 
were written by college lecturers, contact between colleges and experi- 
enced urban teachers in their classrooms was negligible. Colleges were 
too preoccupied with their own expansion and the need to convince 


their university colleagues that educational studies wer 


e academically 
respectable. 


The colleges and university departments churned out wave after 
wave of young teachers who nevertheless annually deserted the urban 
classroom in such numbers that the training task seemed endless. That 
comfortable assumption was painfully reversed when in 1976 the 
government imposed drastic cuts in initial training places and began 
closing down many individual colleges. Even as late as 1973 LEA 
recruiting officers were globe-trotting in search of teachers. Ecstatic 
advertisements offered teacher training to mature entrants for city 
schools — attracting police officers, miners, nurses, 
opera singers and countless housewives with teen, 
enthusiastic recruits, having been promised empl 
second career, were cruelly left outside the school 
ing in 1976, when full employment opportunities f 
vanished almost overnight. 

During the years of stress the young woman teacher, arriving in the 
city and confronted by a turbulent classroom, was dismayed to find 


hoteliers, actresses, 
age children. These 
oyment in a fruitful 
gates upon qualify- 
or the urban teacher 


she had completely lost contact with her college. She was a profes- [11] 
sional orphan on an educational conveyor belt. She was a cypher on 
the hieroglyphic timetable of some giant comprehensive; or, dropped 
anonymously into a volatile multi-ethnic primary school, was given a 
task for which she was quite unprepared. Young teachers in surveys 
complained that they had not been taught at college to teach junior 
children to read. Their culture shock was profound when, in the 
classrooms of decaying cities and industrial towns, they met children 
who invited them genially to ‘Fuck off’ and appeared unteachable.?? 
Yet the young teacher found her senior colleagues themselves were 
often under such stress and so demoralized that they could offer little 
professional help in the early months of classroom life. The important 
James Report into teacher education in 1972 castigated the ‘profes- 
sional negligence’ of headmasters and senior staff.2* Young teachers 
were given full timetables, difficult classes, a cursory chat and an 
Occasional cup of tea, instead of receiving a proper programme of 
support in their first year. The James Committee prescribed instead 
that each young teacher be released from the classroom for one day a 
week in the probationary year; to prepare lesson materials, observe 
other colleagues, learn about the urban background or just draw 
breath. It also recommended that experienced teachers should be 
given a term’s secondment every seven years to research, work in 
industry or convalesce by travel. But the economic crisis delayed action 
on this valuable report except in a few experimental education 
authorities. So young teachers continued to be propelled into the 
urban classroom as pedagogic cannon fodder. 

Young teachers were now a majority in the urban classroom, often 
sharing the pop culture, fashion interests and politics of their on 
pupils. In 1974 63 per cent of London’s teachers were under 35, an 34 
per cent were 21-25. Not surprisingly, professional ering wo sty’ e 
changed emphatically during the urban classroom crisis. a ions, 
even objectionable, demands traditionally made by head teac E we 
cerning the appearance, dress or deportment of younger To B 
were no longer heard. Young teachers had a limited amoun Tn 
cash and could not afford party dresses. Anyway the ed ke sd 
TOOm was a messy, practical arena suited to working clot a namie 
head teacher could not afford to criticize the class a or w! xu 
he, the parents or the pupils themselves thought private » d exe 
competent teacher wasa valuable colleague whom you certa y 
80 out of your way to offend. 

Undenisbly, e trends occasionally led to patum : eee 
authority and control, or confusion between personalan is oin 
identity.2> The fashionably militant or sexually, gute p 
teacher of teenagers ran the risk of inflaming passion, mu 


[12] tion or classroom indiscipline. Love affairs between young teachers 
and girl sixth formers gained such press notoriety that in 1975 the 
National Union of Teachers, other unions following suit, issued 
guidelines which specifically barred teachers from having Sex with 
their pupils. Officials explained that while it would be hypocrisy to say 
that 16- to 18-year-old girls were not attractive, young teachers were 
nevertheless advised to seek their girlfriends away from the classroom. 

The indefatigable Marje Proops, a national figure and agony colum- 
nist of the Daily Mirror, informed her mesmerized readers: "Teachers 
have told me how sexy girls pursue them both in and out of school. 
Schoolgirls have actually asked me to tell them how they can get their 
teacher into bed. A code for teachers may be a good idea — and 
reassuring for parents.' 

A predominantly youthful, urban teaching profession also placed 
greater emphasis on women’s liberation and sexual freedom. It was 
not surprising therefore to find homosexuality publicly championed in 
union meetings; and press publicity for a teacher who had openly held 
hands and kissed his male friend on the way home from school, and 
impenitently discussed these sexual proclivities with girl pupils.?9 Yet 
apart from a glaring minority, most young urban teachers were not 
professionally irresponsible. Waller has described how a hundred 
years ago the schoolmistress in the small American town was expected 
to go to bed early and do her courting only on Sundays. For the young 
city teacher of the 1970s it was very much the same. She was likely to go 
to bed early on week nights, restricting her love-life to weekends; but 
less for reasons of moral Propriety than because the daily emotional 
and physical strain of the urban classroom demanded peak athletic 
condition for survival. 

i Changes in professional lifestyle and career patterns, and a genera- 
tion gapin the staffroom transformed teacher politics.” Differences ran 
deep. Older teachers already owned their own houses, which rapidly 
gained value during this period; young teachers scraped for a mort- 
gage deposit, while their professional poverty was further sharpened 
by high rents.” The gap in life-style between urban teachers them- 
selves widened continually. Staffroom relationships polarized over 
such matters as curriculum, discipline, school organization and inter- 
nal politics. Older teachers, tired after decades of stress, suspiciously 
resisted curriculum changes and other innovations, such as counsel- 
ing proposed by their younger colleagues or even the headmaster.” 

ey predicted that the team teaching or mixed ability innovation 
eae after the younger staff proposing them had left 
P FIN Mi Promotion, or that they would have to sustain an 

control in th Sy nad originally opposed as possibly weakening social 
inthe school. The departed 25- to 40-year-olds, the ‘lost genera- 


a eee stood empty in the staffroom, might have mediated [13] 

a a sand smoothed edgy tempers — but they had gone. The 

e. = eachers were often right. Many young teachers leap-frogged 
school to school for the slightest promotion or salary advantage. 

A post of responsibility, carrying an additional hundred pounds a 

year, could reasonably be expected after a year of urban teaching. If 

you taught craft, music or religious education in an urban secondary 

school, you might lead your own department within two terms. Before 

the war, older teachers resentfully remarked, it had not been unusual 

to wait ten years for your first promotion. 

Not surprisingly, such feverish staff turnover often resulted in 
teachers failing to identify with the children they taught. Cases were 
recorded of urban secondary schools where the average length of stay 
for teachers was seven months. Primary children as well as exam 
pupils in the comprehensives could suffer as many as twenty changes 
of teacher in a term, to the disruption of classroom life and curriculum 
progress. Worse still, the social cohesiveness of each school commun- 
ity was visibly sabotaged. 

_ The hierarchy of headmaster and senior staff, with their administra- 
tive duties and comfortable offices, nicknamed the ‘gerontocracy along 
the corridor’, was often derided and disliked. At the same time the 

collegial’ staffroom, in which the headmaster discussed all policy with 
senior staff, grew increasingly common, particularly in the larger 
comprehensive schools. Teachers spent hours lobbying and politicking 
Over school decisions, in a miniature democracy of endless committee 
Meetings and a vortex of after-school bureaucracy. Equally Hme- 
consuming, but far less productive, were the staffroom cliques, brew- 
ing coffee and dissent on the Bunsen burner in the science lab, in the 
metalwork shop or housecraft flat. 

Inter-generational friction among teac 
transferred to union politics.” The main t 
An NUT splinter group, Rank and File, 
Producing its own newspaper.?! Politically, ; 
containing a high proportion of international socialists, some vas 
and Trotskyists and evena few communists. The active membership A 
Rank and File, an estimated nucleus of 150 teachers, was cohe 
'N cities like Liverpool and London. It was they, and young ur a 
teachers in other small organizations, who typically voted je ur 
Port for schoolchildren on strike. Radical young teachers Ihe ft ot 

eir own samizdat magazines and underground press. ii pan 

Nglish’ movement in London launched Teaching London Ki s, = 
Other groups, including the educational psychologists, had their pub- 
ications, with names like Hard Cheese or Black Bored. blic view; 
Historical tensions often propel individual heroes into public view; 


hers became explosive when 
eacher unions fragmented. 
formed in 1968, was soon 
Rank and File was mixed, 


[14] such was the background of the Christopher Searle affair.” A left- 
winger, teaching English in an East End secondary school, Searle 
encouraged his pupils to write angry political poems and stories about 
local life. His headmaster, author of the standard British text on the 
teacher and the law," thought the respect of pupils for the authority of 
the school had been weakened. Searle was sacked, then afterwards 
reinstated, amid much publicity. As time went by, such confrontations 
became unnecessary. Teachers like Searle, whose perceived commit- 
ment to the urban child led them to reject the traditional classroom, 
were increasingly able to find public employment running adventure 
playgrounds or alternative schools within the system. 

Rivalry between the teachers’ organizations sharpened.?? Three new 
teacher organizations were formed: the reorganized Union of Women 
Teachers, the Professional Association of Teachers, and one wholly 
Welsh-speaking union. The PAT, founded in 1970, soon claimed 6,000 
members who disapproved of the militancy of other unions and 
pledged themselves never to go on strike. Hilarious shotgun marriages 
took place, made necessary by new laws against sexual discrimination 
but also improving negotiating strength. One example was the con- 
junction of the National Association of Schoolmasters, noted for their 
male chauvinism, and the Union of Women Teachers.?* By 1977 their 
membership had grown to 90,000. 

Professional combativeness among the dissatisfied teachers grew. 
During the salary campaign of 1973 feeling ran so high that a rally of 
2,000 London teachers at the Central Hall, Westminster turned into a 
bear garden.?' Proceedings were disrupted by left wingers who pulled 
out microphone cables and tried to take over the meeting, bringing on 

` darkness, scuffles, punches and chaos. Executive members could not 
make their speeches, six Labour MPs prematurely abandoned the 
platform, and police stood anxiously by — although in the event they 
did not make any arrests. 

Teacher militancy had finally reached fever pitch when in 1974 more 
than 15,000 teachers marched in procession from Hyde Park to the 
House of Commons in a salary protest. Price inflation and low salaries 
had emptied the city classrooms of teachers. The secondary schools 
System in London and other major cities was in imminent danger of 
collapse. 

The teachers who marched expressed a common viewpoint, and by 
nomeans conformed to the popular stereotype of the left-wing agitator. 
Certainly, control of teacher politics in London and other cities 
was in the hands of communist teachers, who were thus able to in- 
pee policy; but the communist teacher-politicians enjoying power 
in ondon, and elsewhere, were classroom traditionalists rather than 
revolutionaries.” They were depicted even by their own Rank and 
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2 The EPA myth 


Style were regarded as the highest good 
that education could obtain. 
Unfortunately, in pursuin 
Prehensive school, educationi 
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urban street itself.2 

Geographical patterns of educational inequality between inner 
cities, conurbations, re ions, suburbs and countryside corresponded 
to the map of social class. The fo only accepted formula for analys- 
ing social class was a classification devised by the Registrar General in 


SS Saal Tero ere D 


1911 for comparing differences in life expectancy according to occupa- 
tion. It was agreed that any social class label equated only roughly with 
income, status or ‘morality’. When should an occupational group, for 
instance, change social class category? In 1975 the best paid one-third 
of manual workers earned more than the lowest paid one-third of 
professional workers. Did the high wages and affluent life-style of the 
car worker, asked sociologists, make him middle class? In 1975 the 
Registrar General altered social class categories, promoting barmen 
and bus conductors into Class 4. School teachers were left in Class 2 
with a hotch-potch of non-manual workers including sales managers, 
farmers and the Prime Minister. 

The Registrar General's five broad categories in social class in 1976 
were: 


Class 1 762,000 families: professional men (and company sec- 
retaries) 

Class 2 3,145,000 families: including creative artists, airline 
pilots 

Class 3 7,745,000 families: skilled workers and restaurateurs 

Class 4 2,966,000 families: semi-skilled workers (warehouse- 
men and barmen) 

Class5 1,205,000 families: unskilled labourers, ticket collectors 
and stevedores. 


Variations in the educational achievement of children according to 
where they lived geographically could be convincingly linked with 
their social class rating.* The percentage of local children entering sixth 
form or the university could be predicted from the social class com- 
position of the local education authority. Indeed, the wisest advice 
to an unconceived child was: become the son of a professional or 
managerial person in the suburbs, Home Counties or a country town, 
but do not choose as your birth place a council estate, immigrant 
neighbourhood or most parts of the inner city. Suburban Solihull, for 
instance, outstripped all other education authorities in 1973, in having 
36 per cent of its geographical population in Class 1. Solihull also 
won the higher education stakes that year, 183 per cent of pupils 
gaining university places. Privileged boroughs and counties con- 
trasted sharply in their track record for examinations when compared 
with deprived LEAs in the conurbations of the north or the inner 
cities.? 

Understandably, but missing the main target, the Child Poverty 
Action Group and other British lobbyists accused the schools system 
of apparently increasing or perpetuating inequalities between rich 
and poor. Differences in the achievement of children from different 
Social classes enlarged during the years of compulsory schooling. The 
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[18] lobbyists were concerned for instance that the General Household 
F Survey in 1973 showed that the child from an unskilled background 
was fifteen times more likely to be a nonreader at 7 years of age than 

the child from a professional background. 


Such sophistry apart, some compassionate and intelligent cam- 
paigns did change the official view of deprivation or disadvantage. 
succeeded in achieving recognition 
for minorities like the ‘one parent family', where disadvantaged chil- 
dren faced difficulties formerly not appreciated. 
n of disadvantage, regional inequal- 
ity hit hard in the classroom.? Urban school children in the inner cities 
the dice Progressively loaded against 
ational provision rapidly deteriorated 


average wages, unemployment fig- 
ures, the length of doctors' or hospital lists, the amount of derelict or 


assistance were calculated b 


anger and anxiety frequently expressed by local politicians and educa- 
tional administrators in council chambers and committee rooms up 
and down the country over Whitehall’s deployment of the ‘rate sup- 
port grant’.!! Yet this cryptically titled annual subsidy was crucial to 
local government, and especially education departments as the 
heaviest spenders. Local government income for educational purposes 
traditionally had two sources: a) a domestic rate, raised locally; and 
b) the rate support grant from central government which came in two 
forms: i) a direct subsidy to the ratepayer and ii) a resources element, 
bringing local authorities with rates income considerably below 
average up toa reasonable level. Until the early 1970s the poorer urban 
education authorities were often hard-pressed in finding money for 
their schools. Local factors of industrial activity, social class composi- 
tion and housing tenure patterns inevitably influenced the financial 
performance of each education authority.” If the product of a penny 
rate was low, the rate support grant was low and the classroom 
suffered. Butin the early 1970s both the local rating system and the rate 
support grant were at last redefined and calculated using a formula 
which favoured the urban education authority. 

Even then, the rate support grant was not the major influence 
in determining what money was spent on children, classrooms 
and schools. Local authorities themselves enjoyed considerable 
powers. If their political convictions and electoral support per- 
suaded them, politicians on the education committee could spend 
as much money as they could raise locally on the classroom. The 
top spending urban education authority, Inner London, enjoyed 
an unusual privilege after its formation in 1965, which allowed an 
education rate precept to be issued without any direct accountability 
to the voters. 

Variations in local authority spending on classroom materials and 
books during the years of cost inflation were revealing.'* In 1970 the 
Association of Education Committees recommended that up to 1974 
primary children 9 years old or younger would need £4.25 each spent 
annually on classroom materials, and a book allowance (not library 
books) of £2.20. Similarly, they recommended that secondary children 
would need £7.50 each spent on materials and £5.50 for books. Depres- 
singly, there was widespread failure to achieve that minimum stan- 
dard, and the resulting inequalities were considerable. In 1971, Welsh 
primary children in the depressed seaport of Swansea had only 59p 
spent on their books, while neighbouring children in Montgomery- 
shire received £4.06. Montgomeryshire was not a disadvantaged urban 
education authority: but neither was its social class structure domi- 
nated by managerial or professional parents or industries providing 
lucrative rates. Simply, in Montgomeryshire parents and authorities 
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[20] were willing to dip generously in their pockets for their children. Five 


years later, in 1976, discrepancies between education authorities, not 
necessarily favouring rural but generally favouring suburban chil- 
dren, were just as great as ever. The 1976 league of spending for the 
national primary classroom showed Inner London leading, with 
£15.40 for each primary child, followed by rural Powys with £11.21; 
and Cumbria the lowest with £5.18. Gloucestershire spent the least 
on its secondary pupils, while the ILEA, massively assisted by rates, 
urban aid, EPA support and fewer checks on its stewardship, again 
led nationally with an outstanding £36.96 for each secondary pupil; 
Harrow, the runner up, was far behind, spending £19.65. 

Although urban children in the regions, inner cities and deprived 
boroughs in conurbations comprised the majority of disadvantaged 
children in Britain, they were not all of them. Distinctive minorities of 
disadvantaged children were found outside the urban setting. Rural 
poverty might be uncommon in Britain, compared with the US and its 
hillbilly farmers, or Australia, where dairy farm workers lived in old 
cars; but whatever the quality of their classroom life, the children of 
low-paid agricultural workers in East Anglia and similar counties had 
to be counted among the traditionally disadvantaged. Gypsy families 
too — usually found in rural settings but sometimes camping under 
urban motorways — increasingly aroused anxiety. The six thousand 
gypsy children, who together would have filled Eton, Harrow and ten 
other major public schools, were receiving less than satisfactory educa- 
tional attention. 

Mia Kellmer Pringle, whose research was to be influential in revolu- 
tionizing professional opinion, declared that one group of children 
laboured under multiple disadvantage and were virtually ‘born to 
fail’."* These children were handicapped by (a) poverty, (b) bad 
housing and (c) having grown up ina one parent family or family that 
was too large. Children ‘born to fail’ were easily recognized. They had 
often not been given proper care as babies. They had more often needed 
the special services of a children’s department, mental health or educa- 
tion department, were more prone to illness and accident and were 
on average three-and-a-half years behind in their reading age at 11 
years old.” Had they been evenly distributed up and down the coun- 
try, two children ‘born to fail’ would have been found in each class- 
room. In fact they were crowded into urban classrooms in certain 
conurbations and the inner cities. The largest numbers of seriously 
disadvantaged children were found in Scotland, with one in 10 chil- 
dren ‘born to fail’, compared with one in 12 in northern England and 
one in 47 in southern England. Significantly, only one in 25 of the dis- 
advantaged children came from middle-class homes. 

Psychiatrists specializing in the epidemiology of childhood illness 


had discovered that the inner urban child exhibited a higher than 
average rate of psychiatric disorder. The leading British investigator 
into childhood emotional disturbance in the community, Michael 
Rutter, found one-quarter of inner London 8-year-olds showed signs 
of psychiatric disorder.!9 Their symptoms ranged from sleep distur- 
bance, neurotic crying or fear of school to chronic fighting or stealing, 
and often culminated in classroom behaviour which made both the 
disturbed child and other children unhappy, hampering educational 
progress. 

Rutter compared the London children, leaving out immigrants, with 
Isle of Wight children living in a predominantly rural setting. He 
found that only 12 per cent of the Isle of Wight children presented eight 
psychiatric symptoms compared with 25.4 per cent of inner London 
children. Like the child development researchers, Rutter explained 
higher rates of psychiatric disorder among urban children by multiple 
disadvantage: (1) family disturbance when the parents quarrelled or 
split up; (2) family deviancy, when mothers had psychiatric disorders 
or fathers had criminal records; (3) social circumstances, where Lon- 
don families were large and their homes more often overcrowded; (4) 
unsatisfactory school experiences, through a high turnover of teachers 
or influx of immigrant children. Later Rutter added that, in his view, 
the quality of the school itself played an important role. 

The late 1960s were years of national debate, verging on hysteria, 
over reading standards and literacy. Repeated surveys of inner city 
children showed that too many of them were retarded or backward in 
their reading skills. Some 32,000 inner London 8-year-olds tested in an 
official literacy survey between 1967 and 1969 proved poor readers 
twice as often as the average British school child."* The average 
8-year-old in inner London was six months behind the national aver- 
age upon entering the junior school. There was evidence that national 
performance in examinations was deteriorating in the conurbations 
and improving elsewhere. 

Among many reasons suggested for the low urban achievement was 
a possibility that ‘the intelligence or reasoning ability of London chil- 
dren generally is lower than that of children elsewhere’. This tentative 
hypothesis, with its implications for urban classrooms everywhere in 
the country, was politely ignored or dismissed as frivolity. In 1968 the 
fallacy that disadvantaged children lived in identifiable geographical 
districts and attended certain schools had not yet been questioned. The 
simple genetic model of a ‘cycle of disadvantage’ had not yet been 
challenged, nor had the genetic argument for self-renewal in the urban 
classroom been exposed as a misconception. Thus for reasons explored 
later, no outright diagnosis was made of the damaging effects of social 
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Any such diagnosis, after all, would have repudiated a sacrosanct 
myth of the elasticity of intelligence of the social composition of school 
intakes. It would have threatened to revive the inaccurate metaphor of 
'pool of ability', the idea that the amount of intelligence in the popula- 
tion was globally infinite. Intelligence, the prevailing view ran, was a 
flexible attribute, not fixed like a number plate to your forehead at 
birth. You could do wonders with ‘less able’ children. The suggestion 
of a ceiling of attainment lowered aspiration and was fatalistic. An 
optimistic view of children's potential, however misguidedly held, 
was an essential working belief for the easily demoralized teacher. 
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We will have to have it enlarged so that everybody can have their name on.' 


The question that seem 
rins was: how could teach 


reporting on primary schools, 
assroom and its curriculum. The 


extra-favourable treatment and resources should be given to schools in 
designated ‘educational priority areas’. 

The first ‘action research’ EPA project to be initiated had a derisory 
budget. A sum of £175,000 was allocated for a first wave of EPA 
projects, in five centres: London, Birmingham, Liverpool, West Riding 
and Dundee. Solutions might not be easy, claimed A. H. Halsey, 
professor and sociologist who had specialized in researching edu- 
cation and social mobility; but during the three-year life of each 
project, innovations might be discovered which would be construc- 
tive for planning a long-term programme. The government also 
made £16m available for rebuilding primary schools in ‘educational 
priority areas’, giving priority to inner city rebuilding in all subse- 
quent school improvement programmes; a policy which proved ill- 


advised. 
Teachers in ‘schools of exceptional difficulty’ qualified for extra pay, 


and, later still, for ‘stress’ payments. LEAs were given discretion to 
create additional senior teaching posts in schools which they regarded 
as being in the EPA category, and powers to assist schools in down- 
town neighbourhoods with extra staff, equipment, ancillary help or 
even minor building. 

The Plowden Report suggested eight criteria for identifying ‘educa- 
tional priority areas’: social class composition; family size; overcrowd- 
ing and sharing of dwellings; supplements in cash or kind from the 
state; poor school attendance and truancy; children unable to speak 
English; retarded, disturbed and handicapped pupils in the schools; 
incomplete families. 

Government circulars suggested further factors, such as ‘multiple 
deprivation’, when several disadvantages combined in a poor general 
environment. Urban education authorities themselves had consider- 
able discretion in building up EPA criteria. In Liverpool the education 
department collaborated unusually with other social services in com- 
piling an ‘Index of Social Malaise’, a comprehensive list of deprivation 
factors; this list included, in decreasing order of importance: crime — 
theft: possession orders; electricity board entry warrants; children 
deloused; unemployment; crime — assault; welfare conference cases; 
crime - burglary — debtors; crime — miscellaneous; adults mentally ill; 
and job instability. eae 

The leading figure in the Liverpool EPA project, Eric Midwinter, 
came to dominate the national scene through his colourful personal- 
ity.2° Formerly a college of education lecturer, he brought flair, 
enthusiasm and an evangelical sense of mission to his project; he 
became known as ‘the man who brought music-hall into the class- 
room’, or even ‘Mr EPA’. He wrote prolifically, spoke movingly and 
was a fertile, endlessly energetic innovator. Midwinter and his team 
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[24] provided a play-mobile and teaching kits for Liverpool pre-school 
children. Primary children learned practical maths in a classroom 
supermarket installed by the Tesco chain. Midwinter, pursuing his 
favourite theme of ‘the community school’, involved Liverpool parents 
and public in a ‘Support our Schools week’, with motorcades, giant 
mardi-gras puppets marching down the streets, and the guest appear- 
ance of the comedian Ken Dodd. Urban children, asserted Midwinter, 
should have lessons and exams on how to run a football team, rent 
a flat, deal with angry landlords, cope with being on the dole, or decid- 
ing how many children to have.” 

Midwinter claimed to be a progressive radical working within the 
system (he consequently opposed the Liverpool free school — free 
school supporters in turn stigmatized him as a pawn of the establish- 
ment). A. H. Halsey, as national policy co-ordinator, manipulated the 
strings of central government, but Midwinter's extraordinary charisma 
caused the Liverpool project to dominate the national stage and educa- 
tional media. In the long run, however, his constant theme of the 
community school and corresponding curriculum, widely influential 
during the EPA epoch, tended to lead teachers to a naive preoccupa- 
tion with educational solutions. 

The Midwinter emphasis on community schools, linking the class- 
room, the teacher, the college of education, the family and the total 
economy was reflected in a flood of provocative publications from 
Liverpool. Ina first EPA Project Report Halsey, bemused by the super- 
ficial sparkle of the Liverpool project, asserted that the EPA interven- 
tion strategy had been highly successful.” It was an error of judge- | 
ment; the uncritical advocacy of Halsey and others diverted fashion- | 

| 


able academic and political opinion, and crucial funds, towards educa- 
tional palliatives and away from total urban strategy. Teachers, 
administrators and politicians alike had as yet little expertise, compas- 
sionate tradition of interest or personal stake in the innercity. So when 


Halsey offered these seven preliminary conclusions they were there- 
fore widely accepted. 


(1) A geographically-defined EPA school was socially and adminis- 
tratively viable. 

(2) Pre-school with the active involvement of parents was an out- 
standing device for raising educational standards. 

(3) The community school had powerful implications for commun- 
ity regeneration. 


(4) There were practical ways of improving the partnership between 
families and schools. 


(5) There were also practical ways to improve the quality of teach- 
ing. 


(6) Action research was an effective method of policy formulation 
and practical innovation. 

(7) The educational priority area was an important, limited part of a 
comprehensive social movement towards community develop- 
ment or redevelopment. 


Even that final recommendation was not the revolutionary recipe it 
seemed. Halsey and his supporters principally had in mind the vigor- 
ous community politics being pursued in Liverpool at that time by the 
controlling Liberal politicians, and not any total urban strategy. 

Not everyone, however, was as happy as Halsey, Midwinter, the 
EPA teams and their government patrons. Immediately after the 
Plowden Report, the veteran urban sociologist working in Liverpool, 
John Barron Mays, attacked the EPA policy as a diversion from pov- 
erty, ‘like trying to eliminate an endemic disease by making some of 
the patients more comfortable’.** He was later to be triumphantly 
vindicated. 

Early opposition to Plowden came from progressive sociolinguists, 
philosophers and sociologists who disliked the notions of ‘compensa- 
tory’ education or ‘deficit’ culture.?* But their criticisms rested rather 
on a narrow platform of cultural relativism than on any case for broad 
urban strategy. In particular, sociologists argued that a community 
curriculum as advocated by Midwinter blinkered both teachers and 
children. This case, elegantly conceptualized by Michael F. D. Young 
of the University of London Institute of Education, was bowdlerized 
into political crudity by camp followers from the extreme Left.” 
Regrettably, the academics seemed more interested in pursuing 
Florentine vendettas in the corridors of the university than looking at 
the urban classroom and its social background. 

Early critics also complained that EPA projects failed completely to 
investigate the quality of individual schools.** Admittedly, a time of 
high teacher-turnover, sagging morale and classroom stress made 
Such sensitive research difficult. Head teachers and powerful unions 
could and did sabotage attempts at comparing individual schools, as 
demonstrated in the London borough of Tower Hamlets in 1967 when 
head teachers halted an enquiry into delinquency in 'good schools and 
bad schools'. Indeed, not until 1977 did the HM Inspectorate summon 
confidence to rename a document originally called Common Ground 
and issue it forthrightly as Ten Good Schools.?? 

Over a number of years public and professional doubt hardened. 
Critics pointed out that only 150 schools, not the 10 per cent or 3,000 
Schools Plowden had thought would need an EPA rating, benefited by 
the EPA building programme. Did not the research evidence in the 
USA irrefutably suggest that compensatory educational strategies had 
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[26] proved ineffective? Housing experts and town planners murmured 
uneasily, encouraging ministers to start talking about geographical 
priority areas rather than just educational ones — other people than 
teachers led a move away from the simple ecology of a model which 
had so far led the educational world to believe there were classroom 
solutions.” 

The concluding report on the EPA projects sharply rejected the 
entire EPA philosophy, which stood condemned out of the mouths of 
its evaluators as diversionary and palliative, a piece of research 
legerdemain. Rigorous scrutiny by Jack Barnes of EPA curriculum 
innovation in London primary schools produced a politely damning 
verdict,” and Halsey recanted. Barnes had made a paradoxical discov- 
ery: accepting the original Plowden criteria for educational disadvan- 
tage most disadvantaged children were not found in educational prior- 
ity areas. Furthermore, most children in the educational priority areas 
were not disadvantaged. Indeed, the children who did worst in EPA 
schools were those whose home circumstances were relatively 
privileged. Halsey, who had throughout seen EPA policy as a meritoc- 
ratic aid, ‘a legitimate attack within the long tradition on social inequal- 
ity’, revised his view, conceding that both the substance and tone of 
discussion had changed. 

But it was in astonishing interviews with 47 primary head teachers 
of London EPA schools during 1968/69 Barnes uncovered the most 
disturbing revelation. Experienced head teachers in urban primary 
schools had completely failed to understand the urban background to 
the classroom crisis. They had been asked two simple questions. How 
did they see the EPA problem? And what did they think could be done 
about it? Barnes reported: ‘Although the head teachers perceived the 
causes of their problem to be social, they all envisaged "educational" 
solutions to them. Further, the solutions they thought possible were 
relatively unambitious. Those heads who made suggestions largely 
wanted “more of the same’’’. The classroom professionals like every- 


one else had neglected a key paragraph in the Plowden report which 
said, quite succinctly: 


sustained efforts should be made to diversify the social composi- 
tion of the districts where priority schools are so that teachers and 
others who make an essential contribution to the life and public 
services of the neighbourhood are not excluded from them. 


Alarmingly for everyone who hoped teachers would take a lead in 
demanding more coherent urban strategy, their professional elite 
placed ‘changing the social composition of the intakes of EPA schools’ 
unluckiest thirteenth, and last, in their priorities. No more damning 
indictment of the largest occupational group of professionals working 


daily in the deteriorating urban setting could be imagined. Teachers [27] 
might be hard-working and under stress, but they had also branded 
themselves as complacent and short sighted. They had been indoctrin- 


Head teachers’ ranking of the Plowden Council's recommendations in terms 
of their helpfulness 


Order Mean rank 
1 No class should have more than 30 children 1.9 
Children in EPAs should be given a nursery class experi- 
ence 4.2 
3 It should be easier for EPAs to get teachers 5.7 
4 There should be one teacher's aide for every two classes in 
EPAs 5.8 
5 There should be extra books and equipment allowances in 
EPAs 6.0 
6 Teachers in EPA schools should have a £120 salary allow- 
ance 6.3 
7 EPA school buildings should be extensively modernized 6.3 
8 There should be more money generally made available to 
EPA schools 7.2 
9 Educational Social Workers should work in EPA schools 7.6 
10 There should be more research into the needs of EPAs 8.5 
11 EPA schools should have better links with the Colleges of 
Education 94 
12 Teachers' centres should be provided in EPAs . 10.3 
13 Thereshould be changes in the social composition of the in- 
take of EPA schools 10.5 


(Barnes, 1975) 


ated and conceptually bamboozled by those who should have known 
better. Government policy and national experts had encouraged 
teachers to believe in EPAs, and they were professionally and psycho- 
logically remote from the important conclusion Barnes now urged 
upon them: ‘The focus for our thinking should not be small areas 
within the inner city but the inner city asa whole’, he declared. The 
EPA myth, that 'schools could compensate for society' through mas- 
Sive extra resources and educational solutions had been ostracized. 
But could the teachers, and head teachers, enlarge their urban vision 


and work to a broader solution? 


3 Two housing nations 


It was not only high teacher turnover and low professional morale that 
were at fault; housing and other policy trends had invisibly sabotaged 
the urban classroom. Unperceived by teachers and shrugged off by 
urban sociologists, a demographic landslide undermined city schools 
and community life.! It was the same in urban school systems all over 
the advanced world; social class drift, not straightforward population 
movement out of the cities for employment and housing in new towns 
or regions, was the unpublicized villain behind the urban classroom 
crisis. In Britain government strategy for relieving city stress or over- 
population by diverting jobs to the 'grey areas' of traditional social 
neglect and chronic unemployment seriously misfired. Planners, 
housing experts and teachers unwittingly reinforced the concept of 
social mobility through housing and schools. In doing so they set off a 
population exodus which impoverished the cities and larger towns.” 
London suffered the planned loss of one million people and several 
hundred thousand manufacturing jobs. The capital remained an 
expanding market for office or services employment, for secretaries OT 
bus drivers; but those were not the jobs the remaining workers W anted 
or had the skills to do. Other British cities losing, jobs offered no 
alternative employment. Ensuring employment growth in Britain’s 
depressed regions or populating new towns meant firmly discourag- 
ing business and industry from setting up or expanding in older cities. 
Government subsidies for developing economic life, Industrial 


Development Certificates (IDCs) or Office Development Permits 
(ODPs) became almost unobtainable.4 


The densely-populated inner city was abandoned by the younger 
working class or professional family. These departing parents, moving 
out to new towns or suburban owner-occupation, had in the past 
provided community leadership in the cultural life of the urban village. 
Now they led the diaspora. As Nicholas Taylor wrote, ‘the inner areas 
such as Stepney and Shoreditch, Bermondsey and Deptford, are 
increasingly being deserted by their traditional artisan leadership and 
are being left to degenerate into a lumpen-proletariat of hotel porters, 
kitchen staff, cleaners, the disabled and the unemployed. This raises 
problems for public participation in planning.” Indeed it did. A prop- 
erty boom in the late 1960s put the average family house in or near the 
large city almost out of reach for the first-time buyer. Key workers like 
teachers or social workers, usually born and educated elsewhere, were 
given low priority on housing waiting lists. Consequently, as the 
urban crisis heightened most major cities were hit by a shortage of such 
workers. By 1973 public service jobs offering poor pay for shift work 
were critically under-staffed. London itself was short of 4,200 bus 
conductors and drivers, 8,000 Post Office workers and 4,500 policemen 
as well as hundreds of teachers for its schools.* Child population 
declined even faster than the grown-ups departed, since it was pre- 
dominantly young families who moved. As we shall see, by 1977 
empty classrooms and under-subscribed schools offered a further 
challenge just as teachers began to enjoy the renewed optimism 
brought by staffing stability and better salaries. 

No one seemed to notice or care about what was happening to urban 
public housing. The city family in London, Birmingham or Glasgow 
experienced a falling quality of life. The urban poor, especially immi- 
grants, steadily congregated in the shrinking cities, imposing extra 
demands on the social services and teachers and giving councils a 
heavy burden of rent and rate rebates.” a : 

Attempts by the strategic planners to revive cities by p oy 
crowding and making them less unwieldy went sadly awry. Popua- 
tion did fall, but at the same time unemployment grew worse, housing 
deteriorated and the classroom and social work crisis was a gathering 
avalanche. Population blood-letting was no cure. p o P 
movement of people and jobs defied the intentions vm eee 
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from public housing and inner city schools. Even more families with 
children of school age moved out for better schools, jobs or housing.* 
The impact of the economic recession after 1974 was exceptionally 
severe. Thirty years of town planning had dispersed 400,000 manufac- 
turing and skilled jobs from the London region. More than 250,000 
further jobs were lost in the three years 1974-7. 

In the US, Canada, Australia and New Zealand the same urban 
dispersal was observed, often with an even more severe set of com- 
plicating multi-ethnic factors.'" New York City, like London, suffered 
an employment crisis. Some 700,000 manufacturing jobs disappeared 
from the city in the decade up to 1976, while the tempo of multiracial 
immigration quickened. As manufacturing industry or major corpo- 
rate employers moved their headquarters out of New York, middle 
income families and their children also left. The taxation base became 
severely eroded. By 1976 most of the income of the most important city 
in the wealthiest country in the world was not earned but came from 
welfare cheques. With the city socially enfeebled and publicly bank- 
rupt, New York politicians had to borrow the pension fund of the 
teachers to keep essential services, including schools, running. 

In New York, Sydney or London a flight of middle income families 
deserting the urban village left large tracts of the inner city where 
housing concentrations of ethnic or disadvantaged families living in 
poverty or under stress quickly built up. The poor family, in these 
advanced world cities, usually gravitated irrespective of ethnic origin 
towards the ‘difficult’ housing neighbourhoods."! Each time social and 
ethnic segregation in housing sharpened, the urban classroom was put 
under greater stress. Whether in Chicago, Toronto or Glasgow, it was 
the same. In the early 1960s two-thirds of New York schoolchildren 
were white; by 1977 two-thirds were black or Hispanic. The principal 
cities of New Zealand, Auckland and Wellington experienced an influx 
of Polynesians from the Pacific Islands together with urbanizing 
Maoris coming into public housing from the countryside to work in 
motor-assembly plants. In Australian cities socio-economic and ethnic 
tensions heightened in neighbourhoods where the ‘new Mediterra- 
nean' immigrants — Greeks, Czechs or Italians — gathered. Teachers 
commuted in their cars to run immense primary schools in anonymous 
townships, each containing as many as fifteen hundred multiracial 
pupils." In the London dockland estate where I lived, first in a tower 
block and then in a family flat, the demographic landslide could be 
siesmographed through a variety of signs, ranging from the more 
trivial graffiti in laundry rooms to the mounting apprehension among 
parents or fear among elderly tenants. 

Multiracial immigration provoked most public anxiety, since the 
growth of black neighbourhoods was very visible, but later on it was 


realized that middle income flight and social class migration presented 
the greater threat. Social class or housing segregation was in the long 
term more menacing than racial segregation. In New York a minority 
white population made racial integration mathematically impossible." 
There the skilled upwardly mobile black and Hispanic blue-collar 
workers and professionals, the equivalent of London’s West Indians 
and Asians making good, removed themselves from the rented block, 
inner city slum or public housing project to suburban occupation. The 
city further deteriorated. In 1976 local residents, desperate to be 
rehoused, finished the job begun by marauding gangs and insurance 
defrauders in burning out several square miles of private housing in 
the South Bronx. Reappraisal was urgently demanded. Why not 
accept the all-black US city, but emphasize quality education in all- 
black schools? But then the flight of the middle income black family 
would have to be halted to provide a reasonable social and intellectual 
balance in urban classrooms. Eventually a few educators began to ask 
for social mix policies in housing and in employment. However, it was 
not until the urban calamity had reached daunting proportions that 
such positive urban strategy was urged, By then, all too often, the 
social and economic balance of even the all-black city had been 
destroyed. Residual mixed populations of lower class blacks and 
disadvantaged whites were thrown together in explosive resent- 
ment. 

International orthodoxy among urban architects, sociologists and 
planners had not helped. In Britain after 1945, schemes for widescale 
urban renewal and slum clearance followed international fashion. 
Urban architects and planners all over the world, admirers of 
Corbusier, built huge ‘villages in the sky’, especially public housing 
estates with dramatic skylines of high-rise tower blocks. The bulldozer 
demolished row upon row of Victorian red-brick terraces in British 
cities. Owner-occupiers and private tenants alike were pushed out of 
slum streets to become owner-occupiers in the suburbs, or unwilling 
tenants expanding the public housing sector. f ; 

British icem voclolopitts rarely mentioned, and educational writ- 
ers never, that the US and Britain differ markedly in the scale of their 
public housing." In the US by 1975, only 4 per cent of is ppuan 
lived in ‘housing projects’, which were usually considered suita s 
the disadvantaged, or ‘problem’ families, mostly blacks. — = 
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[32] would go and live there. In London, on the other hand, not until 
1977-8 did housing politicians begin to demolish the unpopular 
tower-block flats they could not even give away. The monumentalism 
of British public housing was echoed in the schools, in the skyscraper 
comprehensive or prefabricated primary school. There it provoked 
public and professional revolt. ] . 

Britain, unlike the US, Australia or many other countries had a major 
public housing tradition. But despite this, British urban sociologists 
since the 1930s had preached sociological fatalism, advocating conser- 
vatively laissez-faire economic policy in housing and planning,” and 
praising social mobility as a deserved escape for the hard working and 
ambitious from the inner city ‘zone of transition’ out to suburban 
house ownership. Urban sociologists and their educational counter- 
parts saw no contradiction between such assumptions and the social 
class drift that ravaged the urban classroom. Unfortunately they failed 
to realize that the enormous growth of British public housing stock, 
together with town and country planning laws of unprecedented 
sophistication, offered British planners an unrivalled opportunity for 
creative, flexible experiment in urban housing. That flexibility began to 
be exploited at last in the 1970s, when initiatives in British urban 
planning began to revive the socially and economically varied urban 
neighbourhood and classroom. 

Politicians of all parties caused irreparable damage by encouraging 
the electorate over half a century to believe that upward social mobil- 
ity, even respectability itself, could only be achieved through a change 
of address. Moving out to the council 'cottage' estate, or the suburban 
semi-detached houses with their Tudor gables and small gardens was 
socially desirable.’® Councillors promoted the merits of ‘a property- 
owning democracy’ with subsidized mortgages. But they thus unwit- 
tingly precipitated the growth of social divisiveness between two hous- 
ing nations. For they created a myth which contrasted the respectable 
owner-occupier with the feckless council tenant. They also made that 
myth come true; while they expanded public housing enormously they 
proscribed as heresy the sale of council housing in subtopia. It could be 
argued that urban sociologists and politicians brought about a silent 
social revolution, which in fifty years completely transformed patterns 
of British housing tenure and seriously diminished the possibility of 
achieving a more democratic society through changes in the schools. 
Between 1914 and 1977 there was an extraordinary growth in British 
public housing from 1 per cent to 34 per cent of all housing stock. 

Amazingly, owner-occupation grew even faster. For while only one 
family in ten owned or had bought their own house in 1914, by 1974 53 
per cent of British families were owner-occupiers. The rate of growth 
was most pronounced in the thirty years after 1947. The private tenant 


and landlord virtually disappeared, pressured by rent acts and other 
legislation. There was no intermediate, half way form of housing 
tenure to replace the rented dwelling. 

Everyone from building society chairmen to the average working 
class voter shared the national pride in this phenomenal rise of house 
ownership. Only an occasional voice expressed concern that the 
suburbs were filling up with middle income owner-occupiers while an 
urban proletariat living on deteriorating public housing estates in slum 
neighbourhoods steadily grew. Two housing nations, springing up 
over a century, regarded each other with hostility across a widening 
financial chasm caused by rising house prices. ‘As the private landlord 
dies out’, Colin Ward incisively remarked ‘we become not three estates 
but two nations, and the distinctions between the two become more 
socially and psychologically divisive." 

Regional and social class contrasts in housing tenure were startling. 
The level of owner-occupation in the deprived inner city, in the dock- 
land neighbourhoods of London or Liverpool, ran as low as 3 per cent. 
But in comfortable seaside towns like Eastbourne, favoured by the 
retired middle classes, less than 10 per cent of the housing stock was 
Most suburbs, especially, were citadels of 
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onal worker, or skilled wage-earner 
and his family, increasingly owned their own suburban house. By 1977 
77 per cent of teachers were aa only 30 per cent o 
unskilled manual workers owned a house. —— M 

The status of the council tenant and public image i — 
housing degenerated. Dwindling public esteem de a d 
respect among council tenants had been an inevitable wir. n E 
political policies and attitudes. Now the council i tae 
shunned and enviously denounced by those who mcr E 
changed places with a tower block family for even one cen 
sional suburban man, the teacher included, was in fit and finan- 
council tenancy was ‘social death’. He wanted Ur) ; 
cially, educationally and aesthetically hie wes ird environment for 

Public housing had failed to provide a Ted ta design, 
family life." Having won international przes E and the palatial 
it then became notorious for its inept 22 ks Far from having 
squalor of its vandalized, uninhabitable tower blocks. 


i he municipal housing 
become the visionary urban ‘vi 


llage in the sky’, t i = 
estate served to hasten city exodus. Large housing estates increasingly 
became rough neighbourhoods c 


haracterized by endemic vandalism 
and astronomical rent arrears (am 


ong as many as one-third of all 
tenants). The private house newly 


municipally owned. 

owner-occupation. So! 
their housing careers b 
ment or social class. The professi 


built for owner occupation, with 


[53] 


b4] 


flimsy partition walls, inferior insulation and space standards, com- 
pared poorly with council housing designed and fitted to the high 
Parker-Morris standards. But it was private housing of inferior con- 
struction that most families wanted, rather than the council dwelling, 
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even though built to superior standards, or the imprisonment of a 
tower block penthouse. Architectural disasters on the grand scale 
confirmed their doubts. The collapse of school buildings or tower 
blocks, the scandal of a Ronan Point explosion or the high alumina 
near-disasters in schools, aroused widespread public and professional 
misgiving. Eventually in schools and public housing there wasa return 
to traditional approaches, but by then it was almost too late. The sense 
of grievance and neglect among the council tenantry and schools had 
sunk deep. 

Council tenants were treated more as serfs than citizens. Frequently 
their lives were administered with patronizing contempt by the petty 
bureaucrats responsible for day-to-day management of housing 
estates. There were innumerable stories like that of the apochryphal 
council tenants who reported an infestation of mice, and was smugly 
shown printed conditions of tenancy which banned his keeping pets. 
Municipal paternalism ruled the lives of one-third of British house- 
holds. Council handbooks issued to tenants urged them, for instance: 
'Keep your home clean and tidy. Hang up your pots and pans, put 
them on a shelf, endeavour to have some method of cleaning as you go 


along: do.not try and clean the house in one day. Regular bed times for 
children and adults except on special occasions.’*° 

Those who applied for transfer to better housing were exposed to 
humiliating inspection of their dwellings. Respectable tenants disin- 
clined to move, the lady who ran the tap-dancing class or the articulate 
leader of tenants, were incredulously asked why they did not ‘get out’. 
They were encouraged to transfer or helped to obtain a council mort- 
gage. Troublesome tenants were transferred to particularly stigmat- 
ized estates. How were they assessed? A confidential report used by 
Stockport Corporation officials in 1970 provided a coding system for 
housing visitors checking up on the standards of council tenants.?! 


(1) vcrrv: very clean and free from vermin. 
(2) crrv: clean and free from vermin. 

(3) roocrrv: a lower standard than above. 
(4) sas: dirty stove — on suspicion. 

(5) psBr: dirty stove, bugs and fleas. 


Pictured as an uncouth, illiterate trade unionist with uncontrollable 
children, a colour television in his bedroom and expensive car parked 
in the road, the council tenant was also alleged to pay a derisory rent 
while being heavily subsidized by more hard-working citizens and 
owner-occupiers. The myth of public subsidy was discredited by 
Richard Titmuss and others in the early 1950s, who showed that the 
middle class family made more use of the welfare state than the 
average lower income family.? In 1975, amid the tangled web of 
housing subsidies, the average council tenant received £36 perannum, 
while the average mortgagee obtained £61 tax relief on his mortgage. 
But by 1977 circumstances had narrowed the gap between folklore and 
fact. A government report indicated that council house subsidies had 
begun to exceed by three times the income tax relief paid to owner- 
occupiers. The house price inflation which in the previous decade gave 
the owner-occupier a free bonanza and made him a minor capitalist, 
had further deepened his contempt for the council tenant. But the 
financial gap in subsidy between them had widened as inflation fed 
back increased costs into municipal housing. Yet though the tenant 
might be heavily subsidized the move from renting to house owner- 
ship was now almost impossible, as any first-time buyer had to cross a 
formidable financial chasm, raising a large deposit and finding large 
mortgage repayments to gain a foothold in the property market. Those 
remaining in public or private rented housing were left even further 
behind in the scramble for prosperity. Not surprisingly, a survey in 
1977 showed that 78 per cent of public housing tenants aged between 
20 and 44 years would like to own their own house, but few could 
afford to do so. 
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Breakdown in traditional patterns of community, kinship and cul- 
ture followed urban renewal, especially in those working class neigh- 
bourhoods where public housing took over. The working class 
‘extended’ family, several generations of relatives living near one 
another and giving mutual support, was broken up.? For the close, 
even claustrophobic kinship and neighbourhood loyalties found in 
inner city pubs and on the pavement of the urban back street were not 
repeated in the tower block. Urban renewal, ostensibly setting out to 
improve quality of life, had destroyed community. That whimsical 
kaleidoscope of pigeons, brass bands, darts, football and beer, beloved 
of progressive English teachers, was a nostalgic dream in the inner 
city. By the late 1960s, however much novelists or sociologists raptur- 
ized about cosmopolitan inner city neighbourhoods, with few excep- 
tions they had become territories of dilapidation and shame; like Not- 
ting Hill, which had legendarily teemed with community life, but 
became notorious for its race riots and inhuman housing conditions. 

Researchers discovered what everyone knew: that working class 
neighbours on housing estates became strangers to each other. Com- 
munity spirit and neighbourhood pride rarely flourished; and if they 
did they were most frequently found in the immigrant neighbourhood 
or street taken over by affluent, middle class families. Most council 
tenants became home-centred, having few relatives living locally, little 
pride in the neighbourhood and few outside interests. Neither com- 
munity education nor gimmicks of housing management would really 
touch the problem of inner city alienation; the young wife dependent 
on tranquillizers, the house-bound pensioner in the anonymous flat 
block, the middle-aged couple powerless against teenage vandals or 
the comic opera muddles of the housing bureaucracy were common 
gossip. Often both husband and wife worked — it was a financial 
necessity for many families — so there was little time left for voluntary 
association aimed at improving estate or neighbourhood life. Disad- 
vantaged urban parents, if they were both lucky enough to have jobs, 
worked long hard hours, leaving little enough time for their children. 

Public housing first deteriorated as respectable families, aspiring 
parents with young children, were persuaded by housing managers 
and economic pressures to move out of the city. But as inner city 
estates then slipped downhill, more and more tenants wanted to leave. 
Their flight was contagious, setting off a further wave of social class 
drift which swelled the flood of planned migration. Each time the 
mortgage famine eased or house prices dropped slightly the ripple of 
concern went round. 'Respectable' tenants on housing estates and 
inner city streets feared that problem families or Squatters would move 
in next door. The American phenomena of 'abandonment' and 


‘burn- 
ing’ had arrived in several British cities by 1978.74 


Each night the television news featured the horrors of life in the 
housing estates of Belfast. But it was not only in Northern Ireland 
where police could not patrol public housing estates. Until 1973 Lon- 
don police were legally unable to patrol many large public housing 
estates as in Southwark, for example, where 15,000 people lived on the 
vast Aylesbury estate.” Vandalism, sexual molestation, break-ins and 
petty theft were common, yet tenants had to fight for the right to have 
police patrol. In problem estates an involuntary spiral of complicity 
arose out of fear. The real facts were disguised. Tenants complained of 
intimidation by youths or neighbours, but said they were too fright- 
ened of reprisals to call the police. Housing managers and police 
inspectors blandly commented that the reported local crime rates, as 
reflected in complaints to the police, were lower than elsewhere in 
the city. 

Social stress and hostility were most noticeable in blocks of flats and 
housing estates built between the wars.?* Established residents who 
saw themselves as ‘respectable’ working class, skilled workers and 
elderly couples, complained about the influx of ‘rough’ neighbours 
moving in, problem, immigrant, families with ill-disciplined children, 
or unsupported mothers who received a trickle of men visitors. The 
estate, they said, was 'going down'. The subjective observations of 
older tenants were confirmed by research evidence.*?? 

Decline in morale among British public housing tenants was 
reflected among the administrators. Research into ‘problem’ estates 
showed that housing officers began to neglect day-to-day mainten- 
ance if an estate began to look neglected.** A self-perpetuating down- 
ward spiral was initiated. Lettings officers found that ‘respectable’ 
families turned down flats on that estate. Consequently they could 
only persuade families who had misbehaved or got into rent arrears 
elsewhere to accept direction into what now became deservedly label- 
led a ‘problem’ estate. Temporizing gimmicks, such as a small grant to 
the tenants' association or distributing free window boxes to elderly 
tenants were ineffective. Great public housing townships which 
would have appeared on a world atlas as country towns festered, 
forgotten, unnoticed and marooned in the conurbations. 

Like educationists, housing experts aiso failed early on to monitor 
the serious impact of multi-ethnic immigration on public housing. 
Disturbing statistics were ignored, under-recorded or played down 
justas they were in schools. In 1971, according to official figures, one in 
ten Londoners was black, but this was an underestimate. Housing in 
the capital had absorbed three-quarters of a million Commonwealth 
newcomers — some 42 per cent of all known immigrants in the country. 
Other sizeable ethnic communities were concentrated in the provincial 
conurbations of Leicester, Wolverhampton, Southall, Bradford, Leeds 
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and Liverpool. Urban housing patterns and the urban classrooms were 
strikingly affected. p 

By 1970 extremely disquieting reports revealed that many immigrant 
families were experiencing significant housing discrimination. In Lon- 
don 40 per cent of those allotted to inter-war flats on public housing 
estates in Lambeth were West Indian families, while West Indian 
settlement in the borough as a whole was 26 per cent. Immigrant 
families were being lumped together on older, often ‘problem’, 
estates. White families, taking fright, were applying for transfers to 
other estates; it was alarming to find official action thus making matters 
worse. 

In 1971 a government Select Committee reported on race relations 
and immigration.” It urgently recommended that local authorities 
should keep confidential housing records in order to prevent bias in 
‘the housing of the members of ethnic groups’. Two years later, the 
Runnymede Trust again complained after looking at race and council 
housing in London that it was time ‘all housing authorities looked 
critically at their role in the process including allocation policies and 
attitudes of key officials such as housing visitors’ .*” It was not until 
1976, however, that the Department of the Environment made a pon- 
derous move: local authorities were asked if they thought ethnic 
records in housing would help; and, if so, who should compile them??! 

After a slow start the ‘race relations industry’ had performed the 
same volte-face in housing as in the schools over the counting of 
immigrant heads, but their agitation and special pleading still missed 
the real point. For the immigrant housing problem was the tip of a 
larger iceberg. Social and housing class bias was operating against all 
those urban disadvantaged families and their children, blacks or 
whites, who were being lumped in problem neighbourhoods, estates 
or schools. Also, far more serious than any racial segregation in hous- 
ing was the increasing social class drift among the black immigrant 
community. Social geographers reported in 1977 that in 30 out of 42 
London neighbourhoods with the highest proportion of West Indian 
born people, the ethnic concentration had grown less. This hap- 
pened between 1961 and 1971 when the total West Indian population 
of London had actually risen by 73 per cent. Only the naive meritocrat 
could be pleased that a trend towards racial desegregation was des- 
troying communities of varied social class, even if the former social mix 
had been dominated by West Indian families. But what was now clear 
was that ‘respectable’ West Indian families, and especially those in 
public housing, were taking part in the social class dispersal to the 
suburbs and owner-occupation. 

What had happened? Many inner city families, particularly tenants 
in public housing, had found after initial apprehension that they were 


welcoming hard-working Asian or West Indian families, with agree- [39] 
able children, as their ‘respectable’ next door neighbours. But as the 
inner city disintegrated, the aspiring immigrant couple and their chil- 

dren had joined the exodus. Both parents took on overtime and a 
heavy mortgage in order to buy a semi-detached or terraced house ina 
better, mixed working class or suburban neighbourhood. Building 
Society statistics showed that, when families were compared and 
evenly matched for social class and occupational background, many 

more West Indians than whites were buying their own house. Only 
housing prices or economic pressures delayed their departure. 

However, those rare stratagems which attempted to retrieve socially 
varied community in the inner city were regrettably either con- 
fined to the private housing market or else misfired badly. Efforts 
by the housing associations which sprang up in the early 1960s to 
house the homeless had led to trouble in the long term. The housing 
associations gave ‘problem’ families decent housing, cheaply acquired 
and converted - but in ‘problem’ neighbourhoods. Handsome 
improvement grants were available in the early 1970s to householders 
living in General Improvement Areas (GIAs) to modernize their house 
by installing a toilet or bathroom.” At the same time the local authority 
gave streets in GIAs a facelift, planting trees, landscaping parks and 
quietening the traffic flow. The inner city became attractive again in 
such neighbourhoods. The heavy cost and physical stress of commut- 
ing had taken its toll, and the reasonably wealthy family was thus 
prepared to move back in to the city. But, unfortunately, houses in 
GIAsand the generous grants which went with them were snapped up 
during a speculative property boom either by property developers or 
by the individual, affluent middle class family.** 

A middle class ‘gentrification brigade’ feverishly bought up Geor- 
gian and early Victorian terraces in Melbourne or London, or hand- 
some ‘brownstone’ houses in Manhattan or the Bronx. These invading 
families settled in agreeable neighbourhoods of low-density housing 
and tree-lined squares where the middle classes had formerly lived. 
Unscrupulous property men hastened the trend, using tempting 
offers, bribes and sometimes harassment to persuade working class 
owner-occupiers to sell up for a large sum, or in driving out the poor, 
or immigrant, families who also occupied these desirable houses in 
crowded multi-occupation. 

The up-and-coming middle class family soon had a whole house to 
itself within striking distance of father's office. They expensively con- 
verted a bathroom or added an indoor lavatory, study or patio; the 
cellar was once more used for wine, or home beer brewing. Orange 
trees adorned the front porch and a foreign car stood outside. Slum 
Georgian streets and squares were thus, within the space of a couple of 


[40] years, transformed into expensive neighbourhoods which only the 
affluent could afford to live in. Housing policy had swung the pen- 
dulum too far. 

It was in the ex-slum neighbourhood and the newly converted street 
that urban community life flourished. In fashionable Camden or Isling- 
ton, and their Melbourne or New York equivalents, was found the 
baby-sitting co-operative, the wine and cheese party for new resi- 
dents, the bulk buying consortium and articulate parents using the 
state school system. Indeed, the graduate wives not only took over the 
street but also the local school, pioneering an elitist form of the social 
mix strategy. In Camden and some other parts of London they even 
ventured into the comprehensive school system, either dominating 
the school via the Parents’ Association or laughing off the joking 
accusation that ‘it didn’t matter what their kids learnt at school because 
they could catch up at night in their own homes’. Journalists covering 
the Tyndale tribunal observed that it was the ‘gentrifying’ intellectuals 
of Islington’s middle classes who fanned the crisis of the Tyndale 
junior school in inner London into a national scandal. 

Yet social class drift from the cities was obscured, rather than offset, 
by this trend: the outward flight of thousands of middle income pro- 
fessionals and skilled working class families continued uninterrupted. 
If two nations, socially divided in their housing, had arisen, the reper- 
cussions in urban schools were more complained about than analysed. 

For instance, there was little research to suggest that social class drift 
and housing polarization, in enormously exacerbating the classroom 
crisis, had given the comprehensive schools a difficult start. Teachers 
knew all about the impact of the ‘demographic landslide’ in their 
classrooms. It was they who were assaulted, sometimes stabbed, fre- 
quently derided and, worst of all, prevented from actually teaching. 
They heard from social workers the stories of child battering, juvenile 
crime, gang affray and intimidation found in the ‘difficult’ housing 
estates and slum streets around their schools. It was teachers who 
could register the possibility of a Maria Colwell tragedy, as indeed did 
Maria’s teacher, often before anyone else; and if not at first hand, then 
through rumour or the classroom gossip of children and school 
helpers. But too many teachers, perhaps unwilling to admit the appal- 
ling scale of the crisis, or toadmit professional defeat, turned their back 
on the urban neighbourhood. Instead, determinedly, briefly each day 
they tried to make school an oasis of security for the child. They would 
not prejudge the child. They would not count the black face. They 
shared the optimism of the Beneticists that the urban communi ty could 
be self-regenerating. They subscribed to the EPA myth, believing that 
a treasure chest of extra resources and positi 


ve discrimination would 
provide educational solutions. Or they concl 


uded self-accusingly that 


there was something wrong with their school and its curriculum. 

Anyone who taught in a school, listened to parents in the pub or 
launderette, or heard urban head teachers bemoaning the decline in 
their share of able children during this period had to wonder why the 
teachers did not protest that lack of a constructive comprehensive 
urban strategy was doing irreparable damage to the urban classroom. 
But there was not much educational evidence available to help them 
towards that diagnosis. Voluminous educational research had neg- 
lected the explosive links between school performance, housing and 
social class. No one researched the psychological impact on children 
from public housing of their parents’ awareness of their second-class 
status as tenants. 

Teachers constantly attacked the stereotyping of pupils through 
streaming, stressing how negative self-image led to poor educational 
achievement. There was a taboo on discussion of school intakes in 
terms of their social class composition or housing tenure. Yet in their 
staffrooms those same teachers commonly spoke in sardonic short- 
hand of ‘the estate children’. Against the background of such teacher 
prejudice, how could parents so discouraged from any initiative in 
housing self-management or community education be expected to 
send to school children who would easily become autonomous learn- 
ers in the informal classroom? 

Close links between urban housing tenure and maladjustment or 
delinquency among schoolchildren were deducible. When the Insti- 
tute for the Study and Treatment of Delinquency surveyed school 
absence in 1974 they found high truancy rates in localities of old and 
decayed housing, urban renewal or municipal housing of a pre-war 
type. The researchers reported that, conversely, schools with the 
lowest truancy rates took children from 'good' housing areas where 
there was much owner-occupation. Delinquency research showed 
that 76 per cent of boys from manual backgrounds who were born in 
1946 reported that they had committed delinquent acts. But 96 per 
cent of middle class boys, those rarely found in public housing or slum 
neighbourhoods, had stayed out of trouble. 

Research into housing tenure and reading attainment among 
primary children attending the same school showed a stark gap.*° The 
children came from two adjacent estates, one municipally owned and 
the other owner-occupied. Only 25 per cent of the children of owner- 
occupiers lost ground in their reading during the summer holiday, 
compared with 42 per cent of the council estate children. Furthermore, 
36 per cent of the children of owner-occupiers actually improved their 
reading during the holiday, while only 12 per cent of the children from 
council housing did so. Obviously attainment and school success were 
intimately bound up with housing tenure. And as we saw earlier, it 
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was the outer suburbs where owner occupation predominated that 
sent the most children into the sixth forms and later to the universities. 

The confrontation of the two housing nations had been symbolized a 
long time before, in 1934, in the famous case of the Cutteslowe Wall.36 
That wall had been built deliberately to divide Oxford suburban 
owner-occupiers from their nearby neighbours who were council ten- 
ants. The Cutteslowe Wall was demolished in 1958. But invisibly and 
symbolically it went on growing: and in 1978 it had reached enormous 
proportions. The gap in esteem, income, life style, educational experi- 
ence and housing tenure between the owner-occupier and the council 
tenant now constituted the most serious threat of all to urban renais- 
sance. 

The same deep schism more invisibly split the national classroom. 
Educational progressives, priding themselves on their democratic vis- 
ion, had agitated over some thirty years for comprehensive school 
reorganization. That was now almost completed. But each step 
towards improving the secondary schools in abolishing selection and 
setting up comprehensive schools had floundered in the quagmire of 
the wider social problem. No educational policy would succeed until 
something was done about housing apartheid. Only a sensitive, vigor- 
ous pursuit of social mix for the city and large town could make 
reasonable urban classroom life possible once again. 


4 Multi-ethnic muddle 


Educational opinion, in debating urban disadvantage, classroom life 
and family problems, had invested heavily in educational solutions. 
But as Harold Silver observed, there was growing doubt that a just 
society could be arrived at simply through educational reform.! When 
urban policy was seen through the colour prism of ethnicity the key 
problems were highlighted and intensified. What happened to urban- 
ized New Zealand Maoris or Polynesians, Australian aboriginals or 
‘new Australians’, or the West Indian family in Birmingham was an 
emotive and highly-charged question; it was also dramatically visible. 
Undoubtedly there was a close link between ethnicity, black skin and 
low socio-economic or housing class. In the US, for example, two- 
thirds of all whites were middle class while two-thirds of all blacks 
were lower class. So if you wanted to study closely the multiply 
deprived lower class child you followed round the New York Puerto 
Rican, the Greek child in Melbourne or the French-speaking child in 
the Canadian city. 

In Britain there was one overriding problem. In many urban schools 
there was a taboo on the counting of black faces. When immigration 
first began to expand in the mid-1960s many teachers and education 
authorities refused to identify or count dark-skinned children. ‘I teach 
them all the same’, many teachers claimed. They saw themselves as 
resisting the racial prejudice of local councillors and politicians who 
would count heads as a first move towards ‘bussing’ policy or some 
other racially prejudiced intervention in the schools. Thus all too often, 
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despite growing pressure, social disruption and curriculum distortion 
imposed on the urban classroom by the immigrant invasion, the offi- 
cial policy in Britain throughout the 1950s and 1960s was ‘let us avoid 
racial tension by playing down the presence of these immigrants’. 
Understandably, discussion became embittered as the years went by 
and the problems worsened: not just in the schools but also in housing 
and in society in general. Similar beliefs in the ‘melting pot’ absorption 
of ‘minorities’ or immigrants prevailed in the US and Australia. 
Local decision making was not much helped by national policy. 
There were countermanding circulars, about-turns and much pharis- 
aical posturing at government level. No one doubted that immigrants 
and their families were constructively employed in driving buses or 
nursing in the hospitals, but their economic contribution was not 
rewarded in housing or the schools.? The Department of Education 
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comprising 3.3 per cent of the school population, most of them concen- [45] 
trated in the towns and cities.* The main groups were: West 
Indians:100,000; Indians: 56,000; Pakistanis and Bangladeshis: 30,000; 
Kenyan Asians: 17,000; Cypriots: 14,000; Italians: 12,000. Occasionally, 
additional immigrants arrived; in 1972 several thousand Ugandan 
Asians were admitted, and later many Lebanese and Chilean families 
sought political refuge.* 

At first, between 1966 and 1973, the Department of Education and 
Science collected information about immigrant pupils as part of the 
Local Government Act of 1966, and grants were then made to those 
LEAs which had substantial numbers of Commonwealth immigrants 
whose language or customs differed from the local community. The 
Commonwealth immigrant was defined as ‘a person, adult or child 
born in another country of the Commonwealth, who had been ordinar- 
ily resident in the United Kingdom for less than ten years, and the child 
of such a person’. Under this ‘ten year rule’ LEAs with 2 per cent or 
more of such pupils were eligible for grants.? The DES definition was 
subtly phrased to identify the black faces. 

But the figures for the ethnic minority population were constantly 
underestimated. There were probably nearer 400,000 such children 
by 1977. The 13 per cent immigrant figure given officially for 
Wolverhampton or the 9.5 per cent for Birmingham did not record 
what the average man in the street would have called members of the 
immigrant community. 

A more realistic picture was given by the Registrar General's 1972 
statistics for live births by birthplace of the mother, which showed that 
births to mothers born in the new Commonwealth or Pakistan were at 
25 per cent in Wolverhampton and as much as 34 per cent in Brent or 
Haringey in London. This statistical gap was reflected in the urban 
classroom. In Wandsworth, a borough of immigrant settlement in 
inner London, one secondary school in 1976 recorded 39 per cent of its 
pupils as official immigrants, while an independent count by the 
teachers recorded 67 per cent black faces. 

There was considerable concern about the attainment of immigrant 
children or the children of immigrants. Literacy surveys in London in 
1968 and elsewhere showed disturbing shortcomings in the perfor- 
mance of such children. In 1971 immigrant children, as officially 
defined, had in London a mean reading age at least a year below that of 
non-immigrants in the primary school. That attainment gap had not 
been repaired by 1977. Secondary school leavers of West Indian origin 
but fully educated in Britain were also educationally behind most 
London children by 1977, in a period of the worst juvenile unem- 
ployment for several decades.* 

What was to be done about the problem? The lack of educational 
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equality for working class children from a British background was 
already apparent, but clearly the immigrant child born in Britain or 
recently arrived was even more disadvantaged. In 1963 Edward Boyle, 
the Minister of Education, faced parents who were protesting at the 
metamorphosis of Southall into a miniature Asian township. Boyle, 
basing his judgement on evidence from the US of ‘white flight’, the 
turning point at which whites removed their children from neighbour- 
hood schools, advised that no school in Ealing should contain more 
than 30 per cent immigrants. He promised support for any authority 
which dispersed immigrant pupils by bussing. Unhappily, no housing 
stratagem for dispersal was available; ‘bussing’ was the belated 
attempt at closing the educational door after the housing horse had 
bolted.” A DES pamphlet on English for immigrants recommended 
that LEAs should ‘if necessary, use transport to disperse the immigrant 
children round the greater number of schools’. The bussing which 
aroused so much fury in Boston schools and elsewhere in the US was 
official British government policy for some six years, but was actually 
practised only in Ealing and a handful of other education authorities. 

Would it not be better for immigrant pupils suffering from educa- 
tional disadvantage to attend a small, friendly school where a hundred 
or so children were enrolled; and where there was one teacher for 
every fifteen children? Would not free transport to school every day 
and an individualized teaching Programme for each child be very 
acceptable to the immigrant community? That was what the special 
schools for educationally subnormal children offered. 

In a way, it was surprising that the immigrant community did not 
deliberately make better use of the ESN special schools, in view of their 
excellent provision and staffing ratios. But instead, by 1969 there was 
widespread resentment about the large number of West Indian chil- 
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special school referral was possible? Explanations put forward included 
their possible language difficulty or dialect interference, irrelevant 
curriculum, the low expectation of teachers, the difficulties of white 
children in relating to black or Asian newcomers in the classroom, poor 
home background, unstable family relationships, cultural conflict 
between various ethnic minority communities and the schools them- 
selves and the negative self-image of black children. 

A highly publicized debate raged over the London ESN school issue. 
Part of the problem was the urban staffing crisis. If the ESN schools, 
with their expensive special provision, had been working effectively 
there would perhaps have been fewer complaints from black parents. 
But that was not the case. Despite extra allowances for the teachers, 
ESN schools were going through a period of poor teacher morale and 
high staff turnover, with many difficult maladjusted pupils. Defen- 
sively, the DES in 1973 issued a memorandum on ‘Educational 
Arrangements for Immigrant Children who may need Special Educa- 
tion’, "° 

The ‘ten year rule’ system continued to be strongly criticized. The 
definition was unsatisfactory. The DES admitted that the statistics 
which were collected did not in any way influence their allocation of 
resources. However, the returns were used by the Home Office in 
administering urban aid — those programmes initiated after 1968 which 
gave 10 per cent of available funds to multiracial LEAs wishing to build 
day nurseries, or provide language teaching or housing advice centres. 
The assumption behind the ‘ten year rule’ was that everyone who had 
beenin the country for longer than that time, including second genera- 
tion West Indian children, would be culturally assimilated and not 
present an educational problem. That was the ‘melting pot’ view of 
immigration. But when the DES announced in 1973 that the reviled 
‘ten year rule’ would cease, together with all collection of statistics on 
immigrant pupils, there was an outcry — especially from the leaders of 
the ethnic minorities. Once more policy making had lagged behind 
other political trends. Minority leaders now no longer wished to be 
treated the same as other British citizens. The ‘melting pot’ or assimila- 
tion policy was out of favour, and not only in Britain. The black 
activists, teachers and community relations officers who had earlier 
challenged discrimination in labelling black children in schools now 
pressed for the recording of immigrant statistics to be resumed. In the 
housing field, as we saw, they had a good case for doing so. And in 
many schools, they claimed, special help was being forfeited because 
under the ‘ten year rule’ the true numbers of immigrant pupils were 
not being identified. Teachers who pursued policies of ‘we treat them 
all the same’ were deliberately preventing special help being obtained 
for immigrant pupils. But it was not until 1977 that the NUT, the 
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[48] principal teachers’ union, reversed its position and agreed to the 
resumption of counting. 

What had been most seriously underestimated was the growing 
alienation of the second generation of young blacks, especially West 
Indians, born in Britain. Influenced by an international culture, spread 
through pop music and the media, they had strong loyalties to the 
black power movement — sometimes stronger than family or ethnic 
ties. Black power and black pride hit the schools in the form of 
demands for a multiracial or ‘black studies’ curriculum. Combined 
with a phase of unemployment among young British blacks and exist- 
ing difficulties in urban classrooms, it created in particular a West 
Indian problem generation. It was now seen to have been a mistake to 
assume that the immigrants would integrate easily into British society. 
The younger ethnic populations, whether in British, American or 
Australian cities, were not going to follow the example of their pre- 
decessors, who had officially assimilated but privately perpetuated 
their culture, dance and language on Saturday mornings or at wed- 
dings. The young now refused to learn to play the game like those 
dark-skinned graduates of the London School of Economics who had 
acquired BBC accents, learned to play cricket and eat cucumber sand- 
wiches, and went back to lead nations as members of the political elite. 
poll drivers in Britain complained of their children 

nquency because of the permissive classrooms which 
E Rum in the West Indies. Back home, they said, the children 
east taught to behave and learn by rough and ready classroom 


methods, including the Victorian schoolroom tradition of an occa- 
`- good beating. They complained that white school teachers, 


workers and magistrates encouraged permissive attitudes. '? Nor 
was the correct model always offered in the home neighbourhood. In 
the British city, or Auckland in New Zealand, for example, the problem 
white family and the newly arrived urbanizing immigrant were com- 
wi put together on the ‘difficult’ housing estate. New Zealand 
eachers complained that the immigrant children were copying the 
poor, delinquent white families in starting early in juvenile crime, 
vandalism or anti-social behaviour. is 
At the same time, the West Indian workers and their wives were 
forced to work long hours of overtime and sometimes neglect their 
children in order to raise a joint income to buy a house or achieve a 
reasonable standard of living. Child-rearing traditions in the West 
Indian community meant that often there was no constant father 
figure. The recalcitrant West Indian youth took to the streets because 
he did not get on with his aunt, uncle or mother who looked after him 
in Britain, and joined a gang of muggers in the tube station.? The 
Second generation of black immigrant youths responded both proudly 


and deviantly to unemployment, their poor self-image and feelings of [49] 
educational disadvantage. Unhappily, in the process of rejecting 
school, they often rejected the skills it taught which might have 
brought them success in British society. Thus their problems became to 

some extent self-perpetuating. Confusion reigned. 

While many teachers doggedly pursued their convictions that the 
problems of black children were best dealt with under the general 
category of disadvantage, others said that those days were over. Offi- 
cial policy continued to be ambiguous. When in 1974 the largest urban 
authority in the country appointed an inspector specifically to deal 
with the 70,000 black school children in inner London, he was white 
and euphemistically entitled Inspector for Community Relations. By 
1978 Her Majesty's Inspectorate had one black and one Indian inspec- 
tor. The professional centre working with London teachers to produce 
materials for the disadvantaged ethnic child was called a ‘Centre for 
Urban Studies’. 

Not surprisingly, by 1975 there was agitation and controversy about 
this lack of direction. The Home Office had 300 miscellaneous recom- 
mendations on this policy area still to consider. The Department of the 
Environment had not acted effectively on reports of discrimination 
against blacks in public housing. A Commons Select Committee on 
Race Relations in 1975 expressed concern that the DES did not have 
relevant records or statistics for the number of black students training 
to be teachers. It advised the DES to increase its staff dealing with race 
relations and to make more use of HM Inspectorate. The Report also 
urged that a central fund for the special educational needs of immi- 
grants and their children should be established. An immigrant advis- 
ory unit should be set up within the Department and LEAs should 
regularly report on their activities. But most of these recommendations 
were ignored. Instead a national centre for information and advice on 
Educational Disadvantage was set up in Manchester, 14 asit was argued 
that the educational needs of immigrants were increasingly compar- 
able to those of disadvantaged children in general. The National Union 
of Teachers complained that the new unit was only attacking the 
problems of disadvantaged whites as an after-thought. They wanted 
the phrase ‘needs of immigrants" deleted from its terms of reference. 
On the other hand, the Caribbean Teachers Association protested that 
the unit had originally been their idea and not enough weight was 
being given to the problems of blacks. As usual, in this minefield of 
e. policy, euphemistic, bureaucratic innovation left no one satis- 

ied. 

Meanwhile the immigrant and multi-cultural communities ex- 
panded rapidly in the conurbations, although the total population of 
Britain actually went down 15,000 in the year 1975-6. By mid-1976 3.3 


[50] percent of the population were counted as immigrants. The immigrant 
community provided one in fifteen of all live births, although the 
number of immigrants coming into the country had not increased. The 
immigrant was now defined as a person in the new Commonwealth or 
Pakistan whose children were born in Britain, including the children of 
mixed marriages. A major race relations act in 1976 emphasized the 
need for examining cultural bias in test materials; and for monitoring, 
the allocation of children to ESN or maladjusted schools. It also 
recommended considering the allegation that entry requirements for 
higher education sometimes operated against newcomers or the chil- 
dren of immigrants." By 1977 the Community Relations Commission 
had many local branches supported by local authorities on shoestring 
budgets. A hundred or so schemes up and down the country assisted 
adults with language teaching through volunteer home tutors or group 
tuition. In 1977 the Race Relations Board and Community Commission 
were merged to form the Commission for Racial Equality. But other 
organizations, like the Council for Civil Liberties, the Runnymede 
Trust, or the Schools Council, also continued to be extremely active in 
the field of multi-ethnic curriculum or policy. 


But behind the confusion and occasional hypocrisy lay a major theoret- 
ical debate. Indeed, it was for once a lack of theoretical clarity which 
had created the pragmatic quagmire in which teachers floundered. The 
genetic debate about the ability of ethnic groups as measured by 
intelligence test was really the key to policy for the urban classroom. 
Educational evidence in Britain and the US had shown that schools 
were not effective in the way that had once been hoped in increasing 
equality for the disadvantaged or immigrant child.!® In 1966 J. S. 
Coleman working in the US conducted a large-scale enquiry at the 
request of the US Commissioner of Education into ‘The lack of availa- 
bility of equal educational o 
race, colour, religion or national origin in the US'.17 Half-way through 
his research, Coleman optimistically declared that his survey would 
tween the quality of schools attended by black children 


man found that the single characteristic of schools which helped [51] 
test performance was the presence of ‘affluent classmates’ or ‘social 
mix’. The vast research data collected by Coleman was reworked by 
Christopher Jencks and his colleagues to produce Inequality,!* an edu- 
cational bestseller in the US in 1972. Jencks, himself a liberal, was 
driven to rebut the fundamental liberal belief that schools could com- 
pensate for society. He had always believed that schools were impor- 
tant; but he now concluded that they were only marginal institutions. 
He found that poverty was not primarily hereditary. The main reason 
some Americans ended up richer than others was that they had more 
adequate cognitive skills. More international research subsequently 
confirmed this finding. Inequality in educational opportunity was not 
responsible for inequality in educational results in any important 
sense. In fact, eliminating differences in the amount of schooling 
people received would have virtually no effect on income inequality in 
the United States. Spending more money on schools would not neces- 
sarily raise achievement or increase the likelihood that students would 
attend college later. Nevertheless, Jencks thought it was still worth- 
while spending a lot of money on schools. He pointed out that people 
spent a fifth of their lives in school; and even if it did not affect their 
chances of learning to read, getting to college or earning $50,000 a year 
when they were fifty, spending more money on schools simply to 
make a more pleasant environment with better playgrounds and hap- 
pier children was commendable. Jencks informed his US readership 
that although education could not compensate for the shortcomings of 
society, what was needed was ‘what other countries call socialism’. In 
fairness, it has to be said that Mosteller and Moynihan, also reworking 
the Coleman data during the same period, came to a very different 
conclusion.'® Perhaps, they argued, what Coleman had discovered 
was that US society was already more equal than anyone imagined. 
And where there was still inequality, if the school was a marginal 
institution, might it not be better to spend money where it really would 
make a difference rather than on school budgets? 

The psychologist Arthur Jensen, also working in the US, argued that 
inherited factors accounted for 80 per cent of intelligence, environment 
providing merely a surface influence.” This explained the comparative 
failure, in his view, of the programmes of compensatory or EPA 
education. Only such an explanation could account for the poor results 
obtained by black and working class children in intelligence tests. For, 
Jensen pointed out, numerous studies of pre-school and other pro- 
grammes, such as Headstart, for the disadvantaged US child had 
Produced no evidence of permanent improvement in attainment. 
True, there were temporary gains of five to ten IQ points, but those 
disappeared after the first year of school. Thereafter, the gap between 


[52] disadvantaged and other children actually increased. In 1973 in his 
book Educability and Group Differences Jensen produced data showing 
that black children equalled, if not surpassed, white children in 
sensori-motor and linguistic development and simple associative 
learning.*! But where they failed, compared with white children, was 
in understanding what they had learnt; in conceptualization, mental 
manipulation and in some concrete, constructional tasks. They also 
performed less well than white children in Piagetian tests. Further- 
more, even if a bonus of five points was given to compensate the black 
child for his average lower socio-economic status, an unaccountable 
gap of ten IQ points remained between white and black children. The 
average IQ of the lowest, white social class was higher than that of the 
highest black social class. British educational psychologists commonly 
agreed that Asian children excelled at mathematics, Jewish children 
were more verbal, Welsh children sang well and the West Indian was 
often a superb athlete. The Irish community showed gaps in their 
achievement similar to those of the blacks or West Indians in Britain. 
But this, of course, still said nothing about individuals. These were 
generalizations about populations. 

Jerome Bruner disa 
for inherited factors 


on maternal deprivation and early childhood development up to the [53] 
mid-1970s, rejected the received wisdom of several decades. True, they 
agreed, deprivation could depress intelligence, but only in cases where 
deprivation had been extremely severe. Only children who were shut 

up alone for months, neglected in childhood like animals and severely 
ill-treated were found to suffer from depressed IOs. Even then they 

were commonly found to gain over 30 IQ points after only a few 
months in a good caring home. The conclusion was that the effects of 
environmental disadvantage on intelligence were rarely permanent. 

The IQ test might have provided an early rough and ready guide for 
Binet or Burt testing children in London or Paris for educational sub- 
normality early in the twentieth century. But intelligence tests had 
subsequently been misused, in Britain for example, in the hands of 
educational psychologists and unwary teachers, to stereotype children 
in selecting for different schools at 11+. The geneticists, in conducting 
their investigations within such a framework, were using the vocabu- 
lary and procedures of an educational caste system. The IQ tests had 
always favoured the conformist child, although admittedly some had 
been considerably modified to introduce more ‘creative thinking’ 
items. But the suspicion remained that despite a superficial face lift the 
IQ test was still a device that identified only one kind of intelligence. 
The comprehensive school enthusiasts of the 1950s in reforming sec- 
ondary education were mainly concerned to identify the brightest 
children, concentrating them in the higher streams of the comprehen- 
sive school as their first step towards joining the meritocratic elite. As 
opinion shifted towards unstreaming, that view was abandoned. But 
even then many local education authorities still used the discredited IQ 
test as part of their procedures for ‘banding’ children or constructing, 
mixed ability classrooms. 

Although implicitly they perhaps assumed its correctness, neverthe- 
less the meritocrats often rejected the genetic argument as determinis- 
tic.” They argued that any view of intelligence as fixed and genetically 
transmitted assumed that educationally backward or retarded children 
could not have their problems remedied and quickly re-enter the 
educational mainstream. In advancing such a view, they conveniently 
forgot for the moment the exceptionally gifted child and the severely 
subnormal one whose permanent limitations they did accept. They 
found it difficult to accept that some schoolchildren started and 
remained permanently behind in the race for glittering prizes and 
social mobility. For that made the unearned privilege of the meritocrat 
less defensible. But they did quite rightly argue that an TO 
working hypothesis was needed by all teachers. The possibility o RS 
being altered over a period of ten years or generations should e 
Stressed and every child should be encouraged all the time to do his 


[54] best. But by the 1970s the urban school had eerie d ae 
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gi ee cea had satirized the meritocratic viewpoint in d 
his book The Rise of the Meritocracy .?* He described a situation ie ne 
intelligence was redistributed between the classes and the na Pani? 
classes changed. In his book the talented were given the opponi T 
to rise to the level which accords to their capacities and the qom 
classes consequently reserved for those who are lower in ability ae 
as American and British observers began to point out, success in ape 
Society was not based so much on educational achievement as 
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increased the amount of upward and downward movement towards 
disadvantage or meritocracy. Biological regression, although at first 
sight a fatalistic notion, seemed compatible with the beliefs of the child 
development progressives and teachers. It also fitted the post-war 
arguments of the educational sociologists that there was enormous 
wastage of ability in the working class, where an almost inexhaustible 
pool of talent was often untapped. Applied to schools or even housing 
neighbourhoods, it led to the assumption that social and intellectual 
balance would automatically be restored over a period of time by 
natural regeneration. All that teachers therefore had to do was to work 
hard, helped by extra resources, and to hold on through this tem- 
porary crisis. 

No doubt the genetic principle of regression would have worked for 
the stricken urban school but for a crucial flaw in the argument. 
Geneticists, teachers and sociologists had overlooked the headlong 
social migration which continuously took away the more able, aspiring 
families from the cities. As long as that social class drift persisted, there 
could be no affluent classmates and no social mix. The more intelligent 
children, who were needed if intellectual desegregation was to lead to 
the process of biological regression, were being taken away. Ethnically 
it was the same. In 1976 New York’s Chancellor of Education asked 
‘How can you create desegregated schools out of black and white 
chips, if people keep on taking away the white chips?’ If the flight of 
the middle income families continued, whether they were black or 
Eina neither ethnic nor intellectual desegregation would be pos- 
sible, 

The ‘melting pot’ theory of immigration was abandoned force majeure 
in the US cities because of the demographic changes. At first it was 
replaced by arguments for cultural pluralism or multi-ethnic cur- 
riculum; in Australia and the US, some ‘bilingual’ children were taught 
the early curriculum in their dominant language. But the danger in the 
advanced world cities, where discriminatory housing patterns were 
increasingly reinforced by cultural separatism and bilingualism in the 
Schools, was of a balkanization of economic and community life. Bilin- 
gual teaching might cement the disadvantaged into their enclaves, 
particularly the less able children, who would be tempted not to learn 
the language of their ‘host’ country and would use their mother 
tongue. Disadvantaged groups might find themselves locked in can- 
tonments', from which it would be impossible to break out into the 
community for educational opportunities or employment in other 
Cities, except by transferring from one deprived enclave to another. 
There was also a danger of civil commotion if separatism in language, 
Culture and the schools trapped disadvantaged groups such as French 
Canadians or Turkish Cypriots and fomented their resentment. Those 
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[56] who proposed to strengthen multicultural pluralism by providing 
bilingual tuition or black studies were therefore playing with fire. 
Neverthless, if the bilingual pitfall could be avoided there was some- 
thing to be said for a multicultural emphasis. The veteran sociologist 
Kenneth Clarke, who had originally led civil rights campaigns for 
desegregation, and campaigned for reforming legislation, argued that 
by the mid-1970s in many US cities school desegregation was a lost 
cause. Where two-thirds ofa city was black or Hispanic, court orders to 
‘integrate’ schools only tilted neighbourhoods into middle income 
flight. Clarke thought the task should be to achieve ‘high quality’ 
education in ethnic or all-black schools. Others were convinced that 
halting the flight of the middle income family from the city was a more 
pressing challenge than achieving school desegregation among the 
poor blacks and disadvantaged whites concentrated in the cities. The 
dawning discovery in the US that socio-economic mix might be a 
preferred objective was echoed by Australian and British experience. 
Whatever the merits of the race and intelligence debate, there was 


common agreement that the need for socio-economic mix and housing 
desegregation should take priority. 


5 Juggling children and catchments 


How were schools organized in response to the urban crisis? There was 
little attempt by teachers to lobby for overall urban strategy. They 
looked within the school or the education service for solutions. An 
attempt was made to enhance classroom life for the average teacher 
and child through improved resources and managerial techniques. 
There was a plethora of curriculum innovation in urban schools 
through the 1960s and 1970s. Experimental reorganization within 
schools themselves the integrated day in the primary school; pastoral 
grouping, mixed ability or team teaching in the secondary school — 
could all be seen as a reflex response to the chronic social disorder and 
instability which threatened the urban classroom.’ Indeed, innova- 
tions in school organization or curriculum in urban schools during this 
Period were arguably dictated less by educational philosophy than by a 
Sense of panic. The underlying problem was unavoidable: how to deal 
with endemic maladjustment, how to avoid or spread out the difficult 
children. . 
Why didn't teachers in their staffrooms and their union meetings 
Simply insist upon the suspension of disturbed children, their exclu- 
sion from school and the classroom; or separate provision for them in 
Special schools? Why did the teachers not simply refuse to teach 
children who disrupted the lessons of other children? Why was the 
epidemic of maladjustment allowed to threaten the success, even the 
Survival of the emerging comprehensives at a time when pies 
Considerations made it important that they should prove themselves? 


[58] Why did primary teachers moving towards more informal, progressive 


teaching methods allow disturbed children to put these approaches at 
risk?? Above all, why did teachers allow their educational philosophy 
and innovatory vision to be sabotaged by the hordes of unruly and 
disruptive children? ; 

Answers to all these questions are provided by looking at the prevail- 
ing climate of professional opinion. Some difficult children were in fact 
suspended from school. Individual schools embarked on over- 
repressive policies of discipline. But in general, for reasons of profes- 
sional dignity, political expediency and educational economy the 
emphasis was on dealing with the maladjusted in the school.? The 
epidemic was on such a scale that specialist provision was out of the 
question. The dazed teacher, and compliant head teacher, propped up 
by extra resources, ancillary staff and often a plentiful flow of tem- 
porary teachers, took the advice of government circulars and LEA 
inspectors. They went along with the policy. 

In society in general the official emphasis on a permissive and 
pluralistic society had weakened the authority of the parent and the 
teacher. Inside the school the emphasis on curriculum diversity and 
non-directive discipline weakened the authority of the head and the 
teachers. No one was as clear as they had been as to what a teacher was 
Supposed to be and do. Sociologists of education declared that the role 
of the teacher in the classroom had in the post-war decades become 


lunch hour, yet the conc 
Surrogate parent began t 
in the large secondary school by the creation of numerous pastoral and 
non-teaching counsellor posts. 
The annual waves of young insecure teachers arriving in the urban 
classroom were made to feel it Was a point of professional pride that 
they should not admit defeat or be openly outraged by the disturbed 
children they met during their first few months. As the flight of 
mid-career teachers occurred more frequently, young arrivals to the 
fewer sympathetic figures who could 
or staff were over-burdened or pursued 


an aloof managerial style which left the young teachers coping with the 
difficult classrooms. Not surprisingly, some young teachers were 
pushed towards over-identification with their pupils and altogether 
failed to establish their authority. Primary head teachers, with their 
peculiarly diffuse role, complained that they were spending more time 
as marriage guidance experts than as administrators of spelling tests. 

Special schools were no solution. They were unpopular as we saw 
with the parents of immigrant children. They were extremely expen- 
sive, particularly the residential schools, and the size of the mal- 
adjustment problem meant it was impossible to place all the children 
who needed special educational provision. The fifty or so boarding 
schools for the maladjusted, each taking about fifty seriously disturbed 
pupils, could make only a negligible contribution. Day schools for the 
maladjusted, like the schools for educationally subnormal children, 
did not work well. Staff were often professionally isolated and rarely of 
the high calibre needed, there being only a small salary addition for the 
work. 

There were conflicting ideas about the curriculum. The fashionable 
orthodoxies of child psychiatry and child development influenced 
many teachers of maladjusted pupils to veer towards the 
psychoanalytical or non-directive techniques. Therapeutic art, self- 
governing communities and 'acting out' behaviour were encouraged at 
the expense of a systematically taught curriculum. Many residential 
maladjusted schools were run as lucrative private businesses, anxious 
local authorities willingly buying places for their most disturbed chil- 
dren to relieve teacher stress and disorderly classrooms. At the other 
end of the spectrum, some approved schools were notorious for their 
physical and psychological severity towards children, which occasion- 
ally blew up into a scandal as in the Court Lees case." There was always 
a danger, too, that placing a maladjusted child ina total community, in 
an isolated country house with extensive grounds, institutionalized 
him as a problem child, who would subsequently become a problem 
adult at even greater cost to the community. Only too often the dis- 
turbed urban child graduated through a sequence of boarding, mal- 
adjusted and approved schools into borstal and prison. But the day 
schools for the maladjusted in cities were no more successful. Not only 
were first-rate teachers difficult to recruit, but the explosive ingre- 
dients of childhood disturbance were inflamed by return each evening 
to the home, emotionally disturbed parents or the provocation and 
temptations of the neighbourhood and gang life. Nevertheless the 
utopian rural boarding school was replaced in the 1970s by a new 
experimental emphasis in the cities on small free schools, sanctuaries 
and alternative educational units for disturbed children. 

Many argued that special educational provision was inappropriate. 


[59] 
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When the Warnock Committee began to look at special education in 
1975, most experts and virtually everyone in the teaching profession, 
except head teachers themselves, submitted evidence which argued 
that children should as far as possible be kept out of special schools. 
The integration of handicapped or disturbed pupils was the coming 
orthodoxy. They should mix with normal children and enjoy the 
benefits of a common school and its curriculum. Children should be 
special in an ordinary school, rather than ordinary ina special school. 

Teachers therefore began to attempt, with creative versatility, to 
cope with the epidemic of emotional disturbance, encouraged by a 
climate of opinion which told them that this was their task. Indeed, it 
was extraordinary how ordinary schools with difficult classrooms 
manned by embattled young teachers responded as imaginatively and 
constructively as they did. 

The inclusion of large numbers of disturbed children within the 
ordinary school called for some reorganization. Everyone agreed that 
disturbed or maladjusted youngsters were best managed in small 
groups. That meant additional resources, better accommodation and 
more teachers if poor educational attainment and unruly behaviour 
were to be remedied or contained. Within both the primary and secon- 
dary schools there was a similar response. Nevertheless, even in the 
most deprived neighbourhood, a school given enough extra resources 
and support could be astonishingly successful.® 

In the successful inner city primary school vertical grouping, or 
unstreaming, grew in popularity. Village schools had traditionally 
been organized in this way, taking all ages of children and necessarily 
being unstreamed when one teacher had to work with twenty village 
children of differing ages and abilities. Vertical grouping provided 
continuity of relationship and relief from urban stress, particularly 
where teachers were constantly changing schools. ‘Family grouping’ 
resulted in the absence of competitiveness, for older and younger 
children helped each other. Many varieties of the integrated day were 
introduced. Generally, this meant that children were engaged in 
several different activities in the same room. Sometimes children 
would be directed by the teacher, at others they would have greater 
freedom of choice. One survey showed that 6 per cent of integrated 
classrooms allowed children freedom to work around the school all 
day, only meeting collectively towards the end of the afternoon. Most 
schools, however, offered more structure than this. 

Thus in the urban primary school the organization of teaching 
groups dispersed the disturbed children and reduced the tension in 
the timetable and working day as far as possible. Furthermore, with a 
well-staffed school there was a good deal of withdrawal from the 
classroom of emotionally disturbed or backward children for special 


group work in the basic subjects. The ‘nurture group’ or therapeutic [61] 


session was also quite common. But, unlike the secondary schools, the 
primary schools did not pursue policies of systematic remedial 
department growth. 

Inside the secondary school, attempts to manage the increasing 
number of disturbed children by the reorganization of the curriculum 
and teaching groups resulted in a phenomenal growth of remedial 
departments. In the early post-war years, before debate in the com- 
prehensive school had proceeded very far, streaming or meritoc- 
ratic ability grouping was uncritically accepted. Indeed, Anthony 
Crosland!’ and other socialist theorists derided any idea of mixed 
ability, supporting instead the idea of the remedial department in the 
comprehensive or secondary modern school, since apparently it gave 
the backward or retarded pupil specially favourable accommodation, 
teaching and resources. After a period of intensive reteaching in the 
remedial form, the child could move back, educational or emotional 
problems solved, into one of the main streams of the comprehensive 
school. Thus a large comprehensive with perhaps eleven forms of 
entry might have two or three remedial streams, as well as two or three 
streams for the academic high fliers expected to take O and A levels 
and university entrance. As long as there was plenty of transfer of 
remedial children back into the other streams, teachers were 
enthusiastic about this organization. Comprehensive schools were 
often sold by their publicists as institutions where ‘he started life as a 
remedial pupil and now has his PhD’. 

The peak of popularity of remedial departments was reached during 
the mid-1960s and afterwards fell away. A 1971 survey of remedial 
organization undertaken by HM Inspectorate found that only one- 
third of the schools had a remedial department or gave remedial help 
to children, usually with reading, and this was most often in their first 
year of secondary schooling." 

A child could start in the remedial class in the first year, and with 
intensive tuition make rapid gains and achieve promotion to the higher 
streams by the end of his second year; so ran the theory. But the 1971 
survey showed that although one in every seven children was in need 
of special help, in some of the 270 schools surveyed as few as 4 per cent 
were actually getting assistance. 50 per cent of the schools with reme- 
dial departments kept the children permanently segregated, often ina 
separate block with their own curriculum. It was curriculum apartheid 
in a low-status department. Controversy often circled in the staffroom 
over whether remedial pupils should do extra reading or mathematics 
rather than, say, attempting first year French: and whether their dif- 
ferentness was emphasized by their failure to share a common cur- 


riculum. 
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The other approach to educational backwardness and remedial edu- 
cation was the withdrawal of slow learners into small groups. But 
according to the 1971 survey 20 per cent of the sessions were with 
individual pupils during lunchtime or a teacher's free period. Only 5 
per cent of the staff doing remedial work were specially trained. 
Certainly, in the emerging comprehensive schools it was just as often 
the sixth formers who were taught in groups of three or four pupils as it 
was the less able. Some schools had the strong-mindedness to re- 
allocate their priorities to help the disadvantaged, but many did not do 
so. 

Experimental work flourished in the remedial departments.” 
Remedial teachers, young, inexperienced and lacking in status or 
elderly and lacking in ambition, could safely be left to their own 
devices with these children whose examination results did not greatly 
matter. There were no curriculum constraints; and it was in the reme- 
dial department very often that creative schemes of work experience, 
community service or integrated studies were initiated. Most of the 
week was spent on a ‘block’ timetable as in the primary school, with 
one teacher teaching several subjects to the class. This was much less 
unsettling than having the children going round the school on a circuit 
timetable of many subjects with different teachers for each 35-minute 
lesson. 

However, dissatisfaction gradually grew with remedial depart- 

ments. Children were transferred to higher streams much less often 
than had been hoped or imagined. And whereas in the early com- 
prehensives and successful secondary moderns in the cities there had 
been relatively few very disturbed children, they now became more 
numerous year by year. Two further developments occurred. The 
head teachers and senior staffs of schools looked at their successful 
remedial departments, the block timetable, subject integration and 
informal classroom methods, the emphasis on group work and talk, 
and work in the nearby environment, and decided that the principle 
should be extended. If one remedial class or stream was successful 
why not have two? Indeed, where increasing numbers of disturbed or 
backward children were to be given an appropriate curriculum and 
teaching regime it was necessary to create additional remedial forms. 
Frequently the additional remedial classes were not rigidly streamed, 
but all the remedial children in, say, an eleven-form entry were distri- 
buted evenly between two or three forms: a miniature unstreaming 
system for the less able. Very disturbed children were either placed ina 
sanctuary unit inside the school, or found alternative provision in a 
special unit or free school. 

By far the most important influence on the disappearing secondary 
moderns and the proliferating comprehensive schools was a major 


trend towards mixed ability teaching and unstreaming. A number of 
national researches into streaming in primary and secondary schools 
had begun to suggest that streaming was educationally undesirable 
and socially divisive. Colin Lacey? showed that streaming created 
alienation and hostile attitudes towards school among lower stream 
pupils. Streaming reproduced within the comprehensive school all the 
socially divisive patterns which had flourished in the old secondary 
school system. Everyone agreed that pupils were streamed on the 
basis of weak evidence and that there was little subsequent transfer 
between streams. Streaming was also a labelling technique, which 
became a self-fulfilling prophecy, Pygmalion in the Classroom, as well- 
known US research showed.!* Some schools argued for continuing 
streaming, but attempted to mystify pupils by carefully labelling their 
classes with cryptic names or numbers: no one was supposed to know 
whether they were in the top, middle or remedial streams. But, as Roy 
Nash found through classroom observation in unstreamed primary 
classrooms, every child knew exactly where he stood in the pecking 
order even if no one officially told him.'® Two important surveys in 
Britain by Joan Barker-Lunn indicated that it was above all teacher 
attitude which was the crucial factor, whether in streamed or 
unstreamed classrooms.' Lunn (1970) found no difference between 
the academic attainments of pupils in streamed and unstreamed 
primary schools. Following the same pupils to the secondary school 
(1971) she again came to the same conclusion. However, this second 
report gave encouragement to non-streamers in particular; pupils from 
unstreamed backgrounds were found to participate more in the educa- 
tional life of the secondary school at other times of day and retained 
more originality. It was noticeable, however, that arguments for 
unstreaming were more often based negatively on the egalitarian 
premise that the less able or brighter children did notlose by unstream- 
ing than on any argument for positive gain. Julienne Ford, in a book 
which is important in any discussion of social mix, looked at social 
stratification in the contemporary British comprehensive school.'* She 
found that middle class children in streamed comprehensive schools 
were more likely to be taught with other middle class children, and 
working class children similarly with other working class children. She 
concluded that children separated by a corridor or a few classrooms, 
rather than being taught in separate buildings, were still socially 
divided. A consistently high proportion of children restricted their 
choice of friends to their own academic stream or its equivalent. 
Indeed, anyone working ina streamed comprehensive could not fail to 
be struck by the fact that disadvantaged, often physically smaller 
children often stood out like a sore thumb in the school assembly — it 
was like the first world war photographs of infantry and officers all 
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over again. Ford concluded: ‘If further research confirms these doubts 
we must think again about comprehensive schools, at least as now 
organized.’ 

But by far the strongest argument for unstreaming in the urban 
comprehensive school was left unspoken. The growing numbers of 
problem children meant that remedial classes or departments increas- 
ingly became ghettos of disruption and indiscipline in any school 
where they were introduced. Streaming made social control more not 
less difficult. Comprehensive school campaigners, or organizations 
such as the National Association of Teachers of English and the educa- 
tional journal Forum mounted a propaganda campaign to see stream- 
ing abandoned. A growing body of opinion urged more unstreaming 
and mixed ability teaching for the emerging urban comprehensives of 
the early 1970s. 

Arevolution had occurred. For several decades most comprehensive 
schools had followed the advice of London's first education officer half 
a century earlier: ‘put them all together and stream like mad’. They 
believed, with Crosland, that the mere provision of comprehensive 
schools would 'provide routes to the universities and to every type of 
occupation from the highest to the lowest . . . then very slowly, Britain 
may cease to be the most class-ridden country in the world’. They had 
agreed with Crosland’s added comment that mixed ability teaching 
was a ‘nonsense’. Now more and more teachers joined the growing 
band of unstreaming enthusiasts. 

But many teachers found it impracticable to carry out complete 
unstreaming in one move. A halfway stage increased the numbers of 
remedial classes, and forms of academically able children, to create a 
three-tiered block banding system with a broad middle ability 
band of several forms. Within each band there would be mixed 
ability. Each band would offer a common curriculum, which in turn 
would have common elements provided for all of the bands. But 
finally there would be a move towards complete mixed ability. At 
that stage all children followed a common curriculum in mixed ability 
classes. 

The 1971 HM Inspectorate report on remedial provision found that 
only 18 per cent of schools were unstreamed. By 1973, as the Bullock 
Report showed, a third of Britain’s 12-year-olds were taught in mixed 
ability teaching groups.'* Remedial departments were disappearing. 
Two-thirds of the nation’s children now attended comprehensive 
schools, many of which were moving towards complete mixed ability 
teaching. The disturbed and disruptive children were being spread 
across the whole of the year group in a comprehensive school intake. 
However, mixed ability was usually confined to the first three years of 
the secondary school. The urban child might now reasonably expect to 


be taught from the age of 5 to 14 ina mixed ability or unstreamed 
setting.’ à 

Mixed ability grouping, integrated or inter-disciplinary studies, 
could prove a brilliant, timely innovation in the well-run urban secon- 
dary school; or, as teachers rapidly found, it could bring educational 
catastrophe. Distributing the disruptive children across many classes 
and among many teachers might be an educationally desirable move. 
But now if a weaker teacher was unable to cope with just two or three 
children then the work of the whole class could be disrupted. Foreign 
language teachers frequently complained that unstreamed or mixed 
ability French teaching was workable for first year pupils but impos- 
sible by the third year: they pointed out that ‘they can't go on drawing 
pictures and doing historical work on France while never approaching 
the language as such'.? 

An important survey by the ILEA (1976) produced some vital find- 
ings.” Mixed ability teaching, now introduced in many inner London 
schools, was generally regarded by the teachers interviewed as a 
superior approach to streaming. But it was not always an easy move. 
Generous resources, time and considerable professional commitment 
were essential in any school attempting a changeover. A number of the 
mixed ability schools had socially deprived intakes or split sites, and 
they warned that a move towards reform demanded a positive, com- 
mon attitude among the staff concerned. Inspectors and psychologists 
both reported that a majority of pupils seemed to have positive 
attitudes towards mixed ability teaching. Teachers reported that better 
social integration was achieved, which gave pupils generally a sense of 
security and the less able more confidence. Relationships improved 
between pupils and teachers, and disciplinary problems were lessened 
in all the schools surveyed. Clearly, spreading out problem children 
had reduced the impact of their mischief. However, many of the ILEA 
pupils questioned would have preferred to have been in streamed 
classes. In schools with high staff turnover where team teaching and 
other innovations were being introduced there could be a danger that 
no one teacher was finally responsible for any individual pupil. The 
emotionally disturbed child, especially the withdrawn or quiet child, 
could easily be lost or forgotten. A report by HM Inspectorate in 1977 
came to some similar conclusions, but expressed many more reserva- 
tions.” 

How many schools, having to cope with large numbers of emotion- 
ally disturbed children, had been pushed into mixed ability as a pallia- 
tive, rather than on educational grounds? For some schools, moves 
towards unstreaming, team teaching and mixed ability grouping 
weakened an already precarious school structure.? It could also be 
argued that they delayed recognition of the real origins of the urban 
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[66] malaise which had struck the emerging comprehensive schools so 
ferociously.?* 

Teachers and educational administrators looked outside the school, 
but accepted the straightjacket in which they were placed. By the early 
1960s, at the time of the rise of the comprehensives, social class drift 
meant that in a deprived inner London borough like Southwark, half 
the boys entering the first year in a comprehensive school were in the 
bottom 20 per cent of the national range of ability. A game of juggling 
catchments became the preoccupation of educational administrators, 
who desperately tried to share out the more affluent pupils between 
competing comprehensive schools, and even the remaining grammar 
schools. Intakes were deteriorating, and neither positive discrimina- 

tion, extra resources, free schools nor curriculum innovation could 
counteract the effect. 

Yet teachers and administrators tried to make them do just that. 
Failure to unmask the impact of the urban crisis on the city classroom 
and the emerging comprehensive schools led to much of the public 
clamour about standards, a defensive professional stance and finally 
educational backlash. But the need for social mix was ignored or 
rejected. Many teachers and educational pundits remained serenely 
oblivious to the real issues. Brian Simon and some of the more influen- 
tial proponents for the comprehensive school emphasized the virtues 
of neighbourhood schools strongly rooted in local community pat- 
terns.? Dilution of the working class, they argued, would only weaken 
the solidarity which was necessary if a full-blooded socialist revolution 
was ever to occur. The meritocrats, concerned only with social mobility 
in the classroom and the housing market, having dismissed any notion 
of mixed ability in the comprehensive classroom, had no reason for 
looking at the social or housing class balance of secondary school 
intakes. Not even in those areas of the inner cities (e.g. in Bristol's 
Hartcliffe neighbourhood, London’s Tower Hamlets or Glasgow’s 
Priesthill, with up to 85 per cent of housing being public) where the 
social composition of comprehensives was violently distorted was a 
lobby mounted. Even politicians responsible for education turned 
their backs on the problem. They toyed with the suggestion of the 
Plowden Report that ‘sustained efforts’ should be made toimprove the 
social composition of schools in EPA neighbourhoods. They still 
believed that massive EPA resources and staffing would put things 
right.?6 

The suggested task for the comprehensive school teachers and 
administrators was not to look at total urban policy but to design an 
administrative compromise, the ‘catchment zone’, geographical terri- 
tory from which children could be recruited for a particular school. 
Catchment zones should be carefully designed, especially in com- 


prehensive school systems, to draw a range of ability. In Ealing and [67] 
one or two other authorities, the bussing policy was also adopted to 
give secondary schools an ethnic range of intake; but those were an 


‘It’s an exclusive little Comprehensive for the children of Shadow Ministers.’ 


exception.?? In the smaller urban education authorities the design of 
the catchment zone was typically on a ‘wedge’ principle, with catch- 
ments extending from the city centre to the periphery, taking ina social 
and housing mix of pupils from primary schools in different housing 
neighbourhoods. Each wedge incorporated run-down inner city hous- 
ing and owner-occupied housing on the suburban outskirts. Efforts 
were made to frustrate this system, particularly by owner-occupiers 
who could purchase housing in a more desirable neighbourhood or 
one with better schools. This could be avoided by a regular review of 
the catchment areas to maintain social balance. But in fact, as many 
critics rightly pointed out, catchment areas favoured the middle class. 
Public housing tenants found transfer extremely difficult to obtain, as 
did the less well-off private tenant or owner-occupier who could not 
afford to buy a house in an area served by ‘good schools’. The rich 
could always operate the 'estate agent's charter’. The poor were driven 
instead to illegal strategies such as giving a false address. 
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Another strategy (adopted by six authorities including Hull, Black- 
pool, Exeter, and the largest comprehensive system, the Inner London 
Education Authority) was banding, labelling children according to 
ability before directing them to secondary schools. In London the 
wedge-shaped catchment was not feasible because of the huge length 
of each catchment. But a large city containing as socially varied a 
community as London did in the early 1950s, before urban blight, it was 
argued, provided a range of secondary school recruitment. Neigh- 
bourhood and borough boundaries could be ignored and viable 
comprehensive school catchments which crossed them could be con- 
structed. However, because of a false assumption of urban homeo- 
stasis, this strategy only worked partially, and then only as long as the 
social class structure of the inner city was not rapidly deteriorating. But 
that was exactly what happened. The deterioration in the intake of 

many London comprehensive schools in the most difficult and 
deprived neighbourhoods, along with the continued existence of the 
grammar schools until 1977, meant that both comprehensive schools 
competing with each other and grammar schools competing with the 
comprehensives, were chasing a diminishing quality of intake."? 


sed the banding system were therefore 


Progressive urban educa- 
wo to eei a Labour government to 
nally abolish banding, itself the death 
gasp din 1 +; for the grammar schools only e to enter the 
comprehensive system if they could be Buaranteed a balanced intake, 
which was only obtainable th 


D rough banding.?! 
By 1974, ILEA's tenth year of existence, s. common with other city 


education authorities with declining populations, it faced a new 
dilemma. Until then, despite a deteriorating quality of intake and a 
diminishing school population, drawing from a wide geographical 
territory had kept the large comprehensives up to size, although in 
some districts they had always resembled giant secondary moderns in 
their limited range of ability. It had always been argued that large 
comprehensives gave economies of scale. The wider the catchment, 
and the bigger the school, the greater the choice of subject options 
which could be offered. Large schools could have a catchment area 
juggled so as to recruit a range of ability, thus ensuring a sufficiently 
large sixth form at the upper end of the school.® 

But the London school population was due to drop by 40 per cent in 
the decade 1971-81; in some deprived areas there were soon not 
enough children to fill the existing secondary school places, and sixth 
forms in the smaller schools were not considered efficient. The ILEA 
had two choices, and, to its credit, consulted the parents and public 
about them. The education officer had suggested a scheme regrouping 
secondary schools, closing some and retaining the large schools with 
their own sixth form "which had been favoured over the years by 
policy-makers. Alternatively, schools could progressively grow smal- 
ler, when some would die through lack of pupils. A two-year period of 
intensive public consultation was initiated. But few expected what 
then happened.” 

Public agitation showed that the merits of the large comprehensive 
were no longer accepted. Faced with a choice between retaining fewer 
large schools or having smaller schools, perhaps run without sixth 
forms or with shared sixth form centres, the public chose the latter. 
Everyone had atlast, perhaps, obscurely sensed that the revised proce- 
dures and reorganization of secondary schools were only educational 
palliatives aimed at making a fair distribution of a deteriorating overall 
intake. Many also felt that it was the large, anonymous comprehen- 
sives which aggravated conditions of urban crisis. 

Parents made their views extremely clear. Education consumers, 
parents and children, did not like the large comprehensives. In 
London, parents dissatisfied with the choice of comprehensive schools 
open to them chained themselves to railings, locked politicians in 
church halls, sat-in in the Education Officer's room, kept their children 
at home, set up free schools and carried on a sustained campaign of 
protest. They wanted smaller, more personal schools even if that 
meant reducing the curriculum choice.?* 

Administrators and teachers were at last forced to confront the real 
urban crisis. Thus far they had always played for time. They had up to 
now worked under the assumption that their administrative strategies 
were maintaining a range of intake. Now they had to face the fact that 
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[7o] mini-comprehensives in the deprived neighbourhoods would find it 
P impossible to recruit a range of social class and ability. The two nations 
in housing would be reflected in two nations in the secondary com- 
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prehensive schools: the contrast would sharpen between schools serv- 
ing the poor and disadvantaged parts of the city, and those in the 
prosperous suburbs or gentrified inner city neighbourhoods, which 
might have a socially balanced intake and their own sixth form. Jug- 
gling catchments, as the city population declined and social migration 
continued apace, had been a conjuring trick that bought time. But it 


was no longer possible to patch up the system with administrative 
ingenuity. 


6 The day the roof fell in 


Urban school buildings had a strong influence on the school life that 
went on inside them; their design, in any period, reflected the educa- 
tional ideas of the time,’ and they could accordingly be a positive help 
to the whole school staff; too often, however, they proved unsuitable, 
unsound or unsafe. 

The triple-decker Victorian school was a familiar sight in congested 
urban areas. Solid but inflexible, it treated all pupils alike from ground 
floor infants up. But immediately after the second world war the 
picture began to change. The 1944 Education Act, together with a 
post-war upsurge in the birth rate, gave great impetus to the school 
building programmes of the late 1940s, and in the next twenty years a 
number of imaginatively designed and well-constructed schools 
appeared. Visitors from abroad came to study not only educational 
method but also the design qualities of the schools themselves. 

The period after 1950 saw a return, initially for good reasons, to more 
compact primary school design. By then there had been a reaction 
against the large circulation spaces of the corridor and finger plan 
schools of the 1930s and 1940s, and it had become acceptable to design 
classrooms on both sides of the corridor. In 1959 a characteristic Junior 
school occupying a city site might have a hall of 2,000 square feet with 
generous storage and stage facilities, a large separate dining hall, its 
own library, showers and changing facilities and a garden room or 
greenhouse. There was a more purposeful organization of teaching 
Space, with five main components: home bases, central resource areas, 


[72] enclosed or quiet areas, work bays and covered areas. Related changes 
took place in the emerging middle and secondary comprehensive 
schools. Science laboratories were no longer equipped with rows of 
benches facing the teacher. The curriculum emphasis had turned 
towards the pupil’s own investigation and thereby transformed the 
organization of the room. 

But while the architecture of the urban classroom after 1950 dis- 
played some achievements, the general trend was towards disaster. In 
1949 the Ministry of Education called for a reduction of 25 per cent in 
the cost of school buildings, arguing that this was a healthy move. 
Following that, the Ministry and later the Department of Education 
and Science kept severe control of cost limits, which by 1970 were well 
below the national average for building in general and had become 
extremely constricting.” At the same time all LEAs suffered the severe 
inflation of building costs, without any corresponding relaxation in the 
cost limits imposed by Whitehall. Although the housing yardsticks, aS 
they were called, recognized regional differences in building housing 
in the inner cities, the educational cost limits of the DES did not. As a 
result, the space per child in the urban primary school was reduced 
over several years from some 42 square feet to 33 square feet, a reduc- 
tion of 25 per cent. Worse still, school sites for inner city children did 
not allow for full playing field provision. The ILEA, for instance, was 
a 1969 paying often unreliable coach operators some £m per year 
mga children late to over-used, outer suburban playing 

By 1977 separate dining rooms had become a thing of the past. Space 
ED = to be used for three different purposes, giving extra 
venga n , wasting time and creating a host of minor problems. 
stp ~~ na rarely seen in urban primary schools, except 
Haa cate vov ers were declining or where resource recesses 
ie cams ing rooms. Corridors narrowed, and most seriously, 
ine. UE themselves were shrinking. It was amazing to re- 
ko 19405 and late 1950s some education authorities had allo- 

ed thousands of pounds to each new school for an original work of 
art, or for a landscape architect to create an imaginative environment 
around the school. Frequently architects now found there was nO 
i dete for a single tree or shrub. It was extravagantly out of 
the question ta provide a primary school in the inner city with a small 
iology pool or a unit for housing pets that fitted on to the classroom 
ka Es Ls prc from inside and out; and any idea of planting 

e hundred daffodil bull 
ag educational hee e “BOUR E NAM VEE al "i 

ome argued that not all the space restricti itects 
by financial stringency had been detcinontal s le paries Un 


doubtedly the cost disciplines could lead to a less wasteful or better- 
designed school. Large, pretentious entrance halls were for instance, 
no longer seen. The inferior finish on buildings, equipment and gen- 
eral amenities was perhaps not harmful; but the loss of space was 
extremely serious, and no one could be pleased with the cheap vinyl 
asbestos tiles which replaced the semi-sprung floors of school halls 
twenty years previously; with classroom ceilings which were lowered 
to under eight feet, or the total absence of cross-ventilation. But by the 
early 1970s architects were so straightjacketed by inflation, cost-limits 
and site standards, that they could hardly be blamed for the results.? 
Builders were similarly constrained. One urban authority in 1973 was 
unable to find a single contractor to take on a £300,000 secondary 
school project. The builders believed quite simply that schools could 
not be constructed within the existing cost limits. 

Architects were also constrained by fashionable orthodoxies. The 
same emphases were found in school building as in public housing. 
New building was always preferred.* Politicians, education officers 
and architects who liked to leave their name ona building were fond of 
measuring achievement by the number of school building ‘starts the 
education committee had been able to sponsor while in office. The 
large, architect-designed project was favoured, especially if it was part 
of an urban renewal programme. By the early 1960s, such schemes 
resulted in the demolition of many old schools and the construction of 
new ones all over the country. That trend was exacerbated by the 
Plowden Report and subsequent central government policies. The 
planners bulldozed tracts of the inner cities, or, In new ie 
designed and built their Corbusier-like vision of the urban village, S: 
its futuristic, industrially produced tower blocks and l paT n 
primary school or sky-scraper comprehensive complete wit af srs 
acres of glass windows. As for consultation with teachers, a x 
or parents, that was minimal. Had it occurred, money might ES ie 
diverted to provide playing fields or remodel older schools. pi 
electorate, conditioned by the experts, believed that only etl Ee dof 
tious school or house-building programmes represented any & 
achievement. ; 

Worst of all, an irrational stampede towards apicc Lec 
School building was accelerated during a time of Mim VM 
Experimental open-plan designs did not have interna! wa d ick 
thus both educationally progressive and cheap. opn E se Wer 
resembling the flimsy pavilions parup at red ds of erfectly 
hurriedly assembled in school playgrounds. Hundreds of p 


, olished to 
good late-Victorian school buildings rie ias EAST and 
: uestio 
make way for experimental schools of q nister announced a 


design. Ás late as 1971, the then education mi 
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[74] primary schools improvement programme which meant the destruc- 
tion of nearly all Victorian urban primary schools by 1978. 


‘Say what you like, these new schools don't stand up to classroom 
violence like the old Victorian ones.’ 


The rapid growth of industrial school building techniques began in 
1957. Local authorities themselves designed and organized building 
systems to put up schools which they claimed were cheap, flexible and 
attractive. In 1970 the Department of Education issued two booklets 
warmly approving this novel trend. Soon there were eight consortia 
with exotic names (ASC, CLASP, CLAW, MACE, METHOD, ONWARD, 
SCOLA and sEAc) at work building schools.* The first of these (the 
Consortium of Local Authorities Special Programme) started in Not- 
tinghamshire, where school architects faced heavy expenditure on 
foundations for schools where disused mines had caused subsidence. 
The architects designed a light-weight building, based on a frame 
which would move with the ground in the event of subsidence or 
ground collapse. 

Each consortium was a band of local authority architects agreed on a 
certain philosophy of school building design, placing orders for the 
component parts with builders and suppliers. The initials of the con- 
sortia, and more particularly what they stood for, were unknown to 
many parents and teachers, yet by 1970 nearly half the total building 
programme was accounted for by CLASP or systems like it. They 
became briefly fashionable. Architects assured politicians they could 
now cost buildings with greater accuracy than by more traditional 
methods. The schools thus built were flexible, could easily be modified 
or extended, and the argued cost-benefits were so greatthat financially 
sensitive education authorities began to insist on schools built by 


consortia. For system-building stabilized building costs at a time of [75] 
rapid inflation in the construcion industry. Early on, claims were also 
made that maintenance costs would be appreciably reduced, since 
pre-painted windows and plastic coated partitions cut out labour 
charges. Architecturally, the consortium schools found international 
approval. A prize winning cLasP school was exhibited at the 1970 
Milan Trienniale. 

The fashionable praise was to prove short-lived; not every young 
architect was ambitious to participate in school system building. A 
generation of architects was emerging who, preferring to design indi- 
vidual schools, did not want to sink their professional identity in 
manuals and standard details. Besides, serious technical doubts about 
the consortium systems approach to school building began to be 
expressed quietly by the whole architectural profession, although the 
classroom storm did not break immediately. In 1973 architects began 
to announce in their professional journals that something was seri- 
ously wrong. They complained that in circumstances of absurd finan- 
cial restraint the consortia systems represented the worst possible 
approach. Consortium building was uneconomical and inflexible, 
encouraging architects to skimp on their design work. There were 
cheaper and more traditional approaches which would produce better 
results. Fierce controversy raged in the microscopic professional world 
of school design between working architects and their superiors. The 
ILEA, followed by seven other LEAs, decided on the basis of two 
different reports to leave the MACE consortium.’ Interestingly, 
although both reports reached the same conclusion their reasoning 
was very different. One report, prepared by four job architects, was 
highly critical of the system, alleging that it produced poor quality 
buildings at higher costs than traditional schools. The other, produced 
by the principal architect and the education officer, argued more offi- 
cially that with a draconian cut back in education spending MACE 


membership was no longer economic. — theweaice 
The Architectural Journal, giving magisterial judgement on 1 


system, recited some of its innumerable faults: the poor sound me 
thermal insulation, the costliness of ducted warm air d -- 
external wall leaks, failures of concrete beams, impracticality 2 P A * 
ing units and the lack of choice in finish. The journal p fr 
MACE construction in some respects did not comply with bui ad 
bye-laws or fire requirements, and that structural engineers Ar 
mechanical service experts, resenting a lack of alee 5. 
unhappy about many aspects of the system. A dint TE 
dreds of schools in south-east England has been em| s Pedum 
Without even building and testinga prototype in use', the Archt 


Journal scathingly concluded.* 
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By 1973 misgivings were forcibly expressed by the teachers.? The 
professional associations complained about the rapid expansion of 
open-plan school building. They feared that local’ education 
authorities might be putting up system-built schools with the object of 
packing as many children as possible into a given space, rather than 
with any educational philosophy in mind. After all, was it not cheaper 
to build a badly designed, open-plan school than a badly designed 
traditional school? Sixty-four local education authorities were ques- 
tioned in 1974 about their open-plan school building policies, and it 
emerged that less than half of them had consulted with teachers before 
going ahead with schemes. 

A public storm broke out; in several highly publicized cases new 
primary and secondary schools built by consortia and using the sys- 
tems approach came under heavy criticism from their occupants. After 
one term in the brand new John Milton Primary School in central 
London, teachers complained to the education authority that their new 
building, constructed under the MACE system, was in many ways 
worse than the Victorian school it replaced.” Two weeks after their 
moving in a rainstorm had caused seven roof leaks. Ceiling tiles had 
disintegrated, and teachers had been fishing pieces of the ceiling out of 
their coffee. Badly fitted toilets had been repaired six times in a fort- 
night. Security was poor, even by the low standards of schools: in the 
first term, there had been repeated break-ins to the school.!! The 
heating and air conditioning system did not work; and there was such a 
shortage of storage space that teachers and parents had bought timber 
for shelves and an outside shed. A classroom sink had come away from 
pini a the walls themselves were sodden because there was no 
poseen Prep eho the sink area, or skirting boards to provide 

In the summer of 1973, at the official opening of another new 
dien school in central London, the head aw Meier: guests by 

er outspoken criticism of the design and layout of the school, where- 
upon the local mayor, as chairman of the school managers promptly 
refused to accept formal takeover of the school.!? In spring 1976, when 
the first multi-storey comprehensive school built under the MACE 
system was opened in the London suburb of Lewisham, girls and 
teachers alternately froze or fainted in temperatures which. fluctuated 
up to 42°C." The industrially prefabricated school building had fresh 
air ventilation through slit windows while, theoretically, warm air fil- 
tered down through holesin the ceiling. But attempts * down the 
costs left out, ludicrously, the extractor fans vital to an mh system. 

But was the urban child actually safe when adds in the school 
building? A mistress taking a rehearsal in the hall of Caniden Girls 
School in North London in 1973 heard creaking and sounds like falling 


gravel on two or three occasions. A gi 
in i à . A girl was sent t 
" iur : — She noticed a sag in the roof of wear 
hell wm ni d A = seenat the edge of the ceiling. The same evenin th 
collapsed. The x a meeting of parents. Later that night payee 
"Weng dus : A report? blamed the collapse on five fea- 
esed an d : de es bent quick-setting high alumina 
pum in the factory; eg EE T y 
e ; factory its stren 
» Ann S 9 the collapse of a swimming pool ata um 
hasani "den ebruary 1974 again diagnosed the high alumina 
ea olt es years it had been known that high alumina cement 
ient E je A y prone to 'conversion', a change within the concrete 
a minia and rotted it; but it was thought this only occurred in 
metto conditions. Now building experts confirmed in a Depart- 
diana ronmentcircular thata further lethal dangerhad been iden- 
tate cr could take place under normal conditions and there 
=, si lis ed method of checking the safety of such buildings. 
oec instructed all LEAs and governing bodies of voluntary 
sur qm every educational building for which they were 
the iuc danger dossier secretly drawn up at the Department of 
buildings ment initially listed thirteen and, soon after, two hundred 
elit a , mostly schools, where there was an identifiable risk. Later 
ings E dee announced that four hundred ‘high risk’ build- 
ien be urgently checked by engineers. Finally in mid-1974, a 
pem = circular announced that several thousand buildings were 
+ ag n n for possibly dangerous structural defect. All 
i uildings were at risk because they had used high alumina 
ent in load-bearing situations: the government banned this type of 


— until further notice. 

rban teachers had frequently been criticized and rightly, for 

worth remembering that other profession- 
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n school safety aroused concern, in particu- 
arson in urban schools where fire precau- 
ate.'® Incendiarism occurred most 


kends and school holidays. When 
mon. Senior fire 


eed question of urba 
ver accidental fires and 
s had formerly seemed adequ 

mmonly at night, or during wee 


ae Were in session hoax calls were more com i 
risk "a considered that system-built schools in general offered less fire 
issess di means of escape from CLASP schools, for instance, were 
less in overallas safer than those in older school buildings. Nonethe- 
school ee were new technical anxieties. Fires which broke out in 

ours in traditional buildings were usually detected quickly. 


[77] 


[78] But this could no longer be relied upon in the case of aen 
premises, where fire might spread quickly through a roof void. In the 
open-plan school dense smoke could build up very quickly. Craft 
materials, modern plastic and other classroom apparatus were often 
especially inflammable. It was for this reason that, in 1974, thousands 
of polypropylene chairs which could prove a fire hazard were with- 
drawn from London schools. 

A survey by the Fire Precautions Association in 1970 identified three 
special factors of danger in schools: insufficient or inadequately pro- 
tected escape routes; insufficiently trained occupants; and inadequate 
fire warning systems." The ILEA, carrying out a survey in 1969, found 
fire precaution systems inadequate in over one hundred buildings, 
mostly older Victorian schools. A major improvements programme 
was initiated. Experts were uneasily aware that the urban school with 
its multiplying population of disturbed children now contained many 
possible arsonists. Special care needed to be taken in community or 
open school settings where there was considerable freedom of move- 
ment or new variety of choice of curriculum materials. Small-scale fires 
causing injuries to young children could easily occur. For instance, in 
one progressive open-plan school in inner London, a volunteer teach- 
ing children to build small boats driven by methylated spirits turned 
away momentarily. The children played with fire near the container 
and an accident occurred. Changing curricula or teaching styles can 
certainly alter how safe a building is. 

n In fact, however, 40 per cent of accidental injury to children in school 
involved not fire but bone fractures. Surprisingly, more accidents hap- 
pened in the ordinary classroom than in most obvious black spots, such 
as laboratories, handicraft rooms or domestic science flats. Apart from 
the gymnasium, the classroom was the most common setting for school 
accidents, according to DES and other surveys. One piece of school 
equipmentin particular (outside the classroom) was both a hygiene risk 


and source of fatalities: the roller towel, in its old-fashioned and more 
modern version, led to as m. 
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extremely serious. Medical stati 
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head lice infestation among school- 
nd 1977. 

tly censured for insanitary toilet 


children reported between 1972 a 
School design was particula 


a anda lack of adequate hygiene in school kitchens. In the 
bes ia M urban school buildings the problem was linked with a lack 
ore yor ped improvements while they awaited rebuilding. But 
timc es s, too, there was much to criticize. Many faults could no 
redes e ees avoided, but LEAs were curiously excused, under 
Mme g egn anon from any need to submit school plans to the local 
PEE dm hority for approval (although they sometimes did so ona 
one ond rap Thus the pleasant architectural feature of bare brick 
ivi nd in school dining rooms might be fashionable and economi- 
pene Zn not hygienic. Some toilets had ‘stable’ doors, or even 
eda irectly into teaching areas. Yet such architectural features 
Rel EM as hygienically unacceptable in any public restaurant. 
sr p eu which applied to workers in shops, offices or factories did 
Ré eei or children in schools. The nominal responsibility for the 
bon Ae of school regulations rested with HM Inspectorate. Many 
aa * at the only thing inspectors did was to count lavatories, 
pact a eged that they rarely carried out routine inspections of school 
7 ises since they were mainly concerned with educational aspects 
the schools they visited. Where the truth lay is a question to which 
we shall return. 
" To the children in urban sch 
: uilding was an unpleasant scho 
jointly by a national newspaper an 


pi questioned adolescent pupils ab 
Schools. It found that many lavatories were still outin the playground, 


rather than indoors in the school. Children reported that many school 
lavatories did have soap, toilet paper, towels, mirrors, waste bins 
and hot and cold water — but that just as often they were filthy, dark, 
"ed cold, badly ventilated and unpleasant, with no sanitary waste 
Pine or locks on the doors. Many younger children were especially 
i ehtened by gangs of smokers who monopolized the cubicles. 
FN edite city secondary schools a plumber was employed virtually 

-time in repairing daily damage to school lavatories." The answer 
Seemed to be to readjust spending priorities and employ a fierce 
ancillary as concierge. 
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; i j entitled 
barracks. A convict, a soldier, a sailor or anairman — at 
to have his living quarters heated to a minimum of 18°C. 


i — but not to 
applied to youngsters in detention centres or borstals — bu 
children in classrooms. 


" "NE d in 
In the mid-1970s professional and public opinion swung pepe 
another direction. Education authorities had been successfu : od 
vincing teachers that their Victorian schools should be replace 


building systems, the administrators and politicians offered 
teachers a new choice: à new school or the existing Victorian building 


finally discredited: in education committee roo. 
revised gospel was Propagated.20 

There was also a significant shift towards humanizing architecture 
and design in housin 
buildings.?! Oscar Newman investigated the relationship between 
‘defensible Space’, crime rates and vandalism in US municipal housing 
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7 The caretaker has the keys 


: r 
Inan unsurpassed study of the American urban school, Willard — 
highlighted in 1932 the influence of individuals in the school E of 
ity who had negligible status but considerable power as weed 
'gate keepers', among them the school janitor or caretaker. ein 
argued that these officially unimportant people played a crucial with 
deciding success in the classroom or the relationship of the schoo 
its local community. 


Ifa 
Waller's analysis was certainly true for the British urban school ha 

entury later. Numerous new fac 
staffrooms of pri 


the teachers, 
Visitors from abroad 
astonished, especially in the j 


i 


pit qu. staff comprising: 10 full or part-time clerical workers; 
— - roe and ancillary helpers; a school caretaker and 6 
erri a Tree m and school meals staff; and extra para- 
im ar; s like the school counsellor, librarian, media resource 
Honc secretaries. Many of these were newly established posi- 


wi «M 
u- 


. and as my secretary, you I naturally be expected to run the school . . ." 


ry wasa powerful figure. In the 


In primary schools the school secreta 
he became a highly-trained 


emerging comprehensive schools S 
administrator, serving the equivalent of a small township as its 
ting officer for school journeys, uniform grants, wages for ancil- 
ary staff, book allowances and equipment requisitions. Leading a 
team of three or four secretaries, this administrator also assumed 
Tesponsibility for crucial curriculum or planning decisions connected 
With alternative use of resources Or the EPA virement schemes 
(described later). The comprehensive school secretariat might also 
Provide clerical support for the head teacher, senior members of staff, 
and typing or duplicating services for the various subject departments. 

Another new face appearing in London comprehensive schools and 
Sometimes elsewhere, often working closely with the librarian who 
was now usually a full-time professional specializing in books and 
Curriculum resources, was the ‘media resource officer'.* A publishing 
explosion had created not only a wealth of extra books for teachers 
Planning courses, but also a rich variety of ‘non-print’ audio-visual 
aids. In London, over a period of ten years, 300 media resource officers 
Were trained for attachment to schools and teachers’ centres, where 


[83] 


[84] they became responsible for the servicing and supervision of audio- 
visual aids, and for the creative manufacture and classifying of cur- 
riculum resources — slides, photographs and video tapes — not seen at 
all in the schools ten years before. 

The expansion of ancillary staff was a mixed blessing.” True, 
teachers already fully stretched into ‘extended professionalization 
with many additional tasks were sensibly relieved from pressure. Jobs 
like supervising meals, administering first aid, tying shoe laces, or 
handing out paper and paints from the stock cupboard were increas- 
ingly taken over, following the Plowden Report, by a flotilla of local 
ladies in nylon overalls. But sadly, the humanist tradition which saw 
the teacher as professionally responsible for the child throughout the 
day was eroded. At worst, this weakened the community and des- 
troyed social cohesion during a critical period for schools. For instance, 
where teachers no longer undertook school meal supervision, a chaotic 
dinner hall might be supervised by bewildered helpers whose only 
professional preparation in the social management of children had 
been the donning of an overall. 

The school lunch hour, where traditionally teachers talked and ate 
informally with children, deteriorated dismally. Some teachers, out of 
professional conviction or because they were hard up, still ate their 
meal with the urban schoolchild and his friends. Others, the public 
complained, consumed a free meal with colleagues at separate tables 
or in their own dining room. The abdication of the school dinner as à 
ceremony, a social and educative occasion, was a major mistake. Only 
the most progressive schools made successful systematic attempts tO 
see that the school meals supervisors took ona professional role an 
encouraged talk and civilized behaviour. 

The traditional value of the daily school meal had been demon- 
Strated and become accepted during the second world war. For the first 
time a generation of well-nourished urban, working class children 
grew up who, despite rationing, received a balanced diet. Thirty years 
later, there was much dissatisfaction with school meals. The Child 
Poverty Action Group, attracting headlines and television coverage, 
Finn pointed to the ‘stigma of free school meals’ being suffered in 
ie he Ant tieu ce children, who were being publicly 
c pe ain si s s ildren -ê Some children had to eat at spn 
out in class or ion SS pak rier mera a e 

given special cards which they had to produc 
at the canteen. The egalitarian pursuit of a common curriculum 
unstreaming or mixed ability teaching could be undermined in a few 
minutes by an insensitive dinner Supervisor. 
es eee meals were substandard. The adverse effects on ee 
iet of urban children of poor quality school meals and th 


ending of fr ; : 
ngalian in decia ya ica medical concern.’ A lengthy inves- [85] 
Brent, a deprived ae ender and colleagues in twelve schools in 
noneloEthel- — eene outer London borough, found that 
esol meat: meals reached the DES protein target of 29 gram- 
Salone tap a ane aniy two senior schools achieved the recommended 
Were des : o calories per meal.® In other words, urban children 
UniGvemd un ernourished. Professor Bender and his colleagues 
whims of eed of amateurish maladministration dominated by the 
duced sogg m ual headmasters and inept lady helpers who pro- 
equal puis Dy over-cooked cabbage and could not slice food into 
In Brent, wh s. Poor quality food was purchased and badly prepared. 
main mies bina the survey took place, school dinners were often the 
Sliced bread e day; many children appeared rarely to eat more than 
While th and jam or cereals at home. 
tably wi Pad abandonment of the school meal by teachers was regret- 
Most char. spread, individual schools made agreeable innovations. 
once ed i the set-piece ritual with a canteen or drill hall 
Many girl e was replaced with cafeteria-style seating and service. 
and INE offered slimming salads instead of stodgy potatoes 
towards omia Less acceptably, money-saving moves were made 
Vegetable » usei converted plant protein instead of meat. ‘Textured 
used as a p (TVP), a product based on soya beans and widely 
meals ad iller in meat products, became much in vogue with school 
taged ministrators.? Thus some urban children, already disadvan- 
fish mé gres sentenced to a diet of vegetarianism, jam sandwiches and 
look chips, while the school meal was less than ever an event to 
[y forward tà. 
Sono MU schools local helpers could often provide the kind of 
of high i emotional attachments which children lacked in an epoch 
aunts o eacher turnover. These primary helpers ^ street personalities, 
families, grandmothers, mothers known to other mothers and local 
ground. as well as to the children — not only supervised the play- 
childr , dinner, first aid, or the stock cupboard, or accompanied 
of co. en on outings; they also provided a continuity of care and sense 
Scho Fono i where the head and teachers sometimes failed.'? The 
e k ancillary staffs appointed in such large numbers after the Plow- 
ships eport established their own hierarchy and particular relation- 
~ sometimes delicately balanced — with the school caretaker, 


tea : 
chers and head. Unlike the school cleaners, their role was not 
ts. Some ancillary helpers, 


a 

ae clearly definable in the eyes of othe 

came in the nursery assistant, were accountable to one teacher. Some 
e in specially for a period of the day to supervise school meals or 

Playground. But most ancillary h sted around the school 


9n a : elpers assi 
Variety of tasks. Over the years, vading local women 


these in 


[86] became a semi-professional cadre with their own skills and respon- 
sibilities. While at first they worked on simple tasks such as covering 
library books, by the mid-1970s they were acquiring skills and leader- 


audio-visual aids, organizing playground 
games and running the school Parties or journeys. They had become 
nt group within the school, with mounting 


nal failure or happiness. For the young 
confidential whisper, resigned gesture or 
ancillary staff experienced in the ways ? 
ood could signify approval or professiona 
other who after some years commanded the 
€ ear of the headmistress, had the power © 


nursery teacher might have to fight professionally with a difficult [87] - 
cleaner, or a dominating, middle-aged nursery assistant who, having 
mothered her own family, had emphatic views on what should hap- 

pen in classrooms. 

But the explosion of ancillary employment identified dozens of 
valuable people who brought benefits to the school, contributed skills 
and enriched their own lives. When cleaners and school caretaker, 
teachers and head teacher, and the band of helpers worked together as 
à co-operative team they could be unstoppable. Recruiting local aunts, 
mums and grandmothers not only brought the local community, but 
Sometimes brought Asian or West Indian faces into the multi-ethnic 
School. A particular advantage for the community school of ancillary 
Staffing as opposed to using voluntary help was that in disadvantaged 
neighbourhoods ‘volunteer’ parents often proved to be unemployable 
mothers with psychiatric or personality problems. Paid school helpers 
could, however, be carefully selected and were financially accountable 
for their work and behaviour. — 

Without doubt, next to the head teacher the key personality in any 
urban school was the school caretaker, or the schoolkeeper as he was 
known in London schools. Waller wrote of his US equivalent: ‘the 
janitor is a person of no little importance in any school system . . . his 
actual influence is often out of proportion .. . largely this pro- 
Portionate importance of the janitor is derived from the fact that the 
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janitor is always a member of the local 
belong rather to the outside world . . 
can be multiplied without end.’ 


community, whereas teachers 
. Instances of spying by janitors 


Those suspicious reservations of forty years ago were sometimes still [89] 


applicable in Britain. But the positive espionage of schoolkeepers and 
helpers in the contemporary urban school became invaluable. As local 
people, they knew more than carbons of clinic letters or teachers’ notes 
could ever reveal about individual children, families and the neigh- 
bourhood. 

The schoolkeeper, resident in his Victorian cottage in the school 
playground, with his cleaners and the ancillary helpers, was an unpaid 
community social worker, intelligence agency and grapevine for the 
urban primary school. A quiet word could give the secondary head 
teacher early warning of neighbourhood tensions, gang or criminal 
activity. Information about a move by the housing department to shift 
problem families to a ‘difficult’ estate, the discreet identification of 
‘children at risk’ of sexual molestation, neglect or child battering could 
give the teachers the alert. Where there was exceptional family stress, 
it was often the school caretaker or helper who was able to signal fears 
or suspicions. After all, the families in question might be relatives as 
well as neighbours. 

So the master spy and uncrowned king of this intelligence fraternity 
was the school caretaker. Presented to the British television public orin 
educational periodicals as a joke figure, the school caretaker was liter- 
ally and sociologically a gate-keeper: he carried the keys of the educa- 
tional kingdom, potentially wielding enormous power and influence. 
The school was his kingdom; the assistant keepers were his courtiers, 
the cleaners his retinue, and the teachers and children often his loyal or 
unwilling subjects — and the building was controlled by him each 
evening, week-end and during all of the holidays. If he banned the 
Brownies or refused to lend the plastic chairs for a wedding party, 
neighbourhood life stopped in its tracks. 

Urban school caretakers faced increasing stress during these years." 
The annoyance and strain to them and their families of living in a 
difficult neighbourhood, being seen as 'authority', dealing with in- 
truders, endless broken windows, threats of arson or robbery made a 
heavy burden. Sometimes their response, a mixture of shop steward 
patois and guard dog mentality, made matters worse. Unlike teachers 
they could not disappear at the end of the afternoon to be whisked out 
to the peaceful suburbs. As the urban school crisis grew stormier, the 
caretakers became militant. Inner London school caretakers refused at 
one point, for instance, after a number of violent street attacks, to 
undertake their traditional task of delivering dinner money to the 
bank. An increase in threats by children or their parents, intimidation 
by fly-by-night window cleaning contractors, or backlash from hostil- 
ity the head or teachers had generated in the neighbourhood added to 


their frustrations. 


[90] Any local newspaper of the time carried press reports conveying 
something of the menace and insecurity of the urban school caretaker's 
job. Typical of many such stories, often rating only a few column 
inches of space, was the story of what happened one night in 1974 toa 
south London schoolkeeper and his wife returning home after a night 
out. 


They saw one of the boys urinating in the school gate. Mrs. Baker 
said, "My husband spoke to him about it and the lad started taking 
his coat off to him. We ignored him and tried to get in and close the 
gate behind us, when the four boys rushed us. One punched my 
husband in the face and knocked his glasses off. We managed to 


close the gates and then they started banging and thudding. So T 
ran in and called the police.''? 


Court action could not be guaranteed in such cases. On that occa- 
sion one boy was bound over and the other fined a total of £15 for 
assault and being drunk and disorderly. 

How did enthusiastic moves towards the 'community school' and 
community involvement in education affect the school caretaker and 
his job? Education administrators and head teachers who pushed 
‘community school’ policies, irrespective of the urban setting of their 
work, were usually safely digging suburban gardens when such out- 
rages as that just described occurred. When one city discussed an am- 
bitious blueprint for community education by means of a series of 
public consultation meetings, it was the school caretakers, who would 
be perhaps most affected, who were left out when every other con- 
ceivable group in the community was represented. Ironically, while 
teachers were generating enthusiasm for 'community education' the 
school caretakers were negotiating a weekly dog meat allowance so 
that every school might have an Alsatian guard dog. In London, seri- 
ous anxiety about child rapings, molestation and school robberies led 
to public agitation for better security in schools even while plans were 
being formulated for throwing open the school gates for most of each 
day. Opening the school buildings for intensive use by the community 
had been a successful tradition in the Cambridge village colleges and 
in some of the show-piece urban comprehensive schools. The social 
and educational merit of such schemes was beyond doubt; but as with 
curriculum innovation, realistic timing was needed when promoting 
them. 

School caretakers therefore faced a rising challenge from vandals, 
arsonists and thieves taking advantage of the poor security and con- 
Struction of new buildings. Fire-proofing might have improved margi- 
nally, but the flimsy open-plan primary school made effective security 
impossible. Night marauders easily entered comprehensive school 


sites which covered several acres. They stole sophisticated audio-visual 
aids apparatus, motor engineering and welding tools — not the con- 
tents of the school safe. Reluctance by politicians and administrators to 
meet colossal insurance premiums or instal expensive alarm systems 
often led school caretakers to feel they were not being given official 
backing. Parents and ratepayers, through their proxy the education 
officer, preferred to sigh resignedly and dip their hands into their 
pockets. But it was the school caretaker who was left the vulnerable 
victim of further ‘aggravation’. 

The school caretaker, teachers and children, were almost more vul- 
nerable where an open-door policy exposed the school during class- 
room hours to casual visitors who might be parents, but just as easily 
could be dangerous intruders. The British urban school system had not 
reached the point where, as in New York, 4,500 armed guards were 
employed in school corridors to keep order. But the entering of schools 
in full daylight by glib or stealthy intruders was a growing trend. Their 
intention might be the theft of roof lead, petty theft from the staffroom, 
sexual assault or exposure; invasions of schools by ex-pupils or youths 
from other schools happened occasionally. In a typical case ‘the school 
secretary noticed two men on the roof. The head was informed but did 
not have any record of any workmen scheduled to arrive at the school. 
The schoolkeeper asked for their names and to see their job tickets. 
They gave their names and the firm were telephoned. The firm had no 
work scheduled and asked to speak to the men. They refused saying 
they would get into trouble as they were not supposed to start work yet 
and then left.’* 

Given the stress and tension of the job, maintaining a selective 
recruitment of caretakers proved difficult. In the heyday of the urban 
school before the second world war, caretakers were recruited from the 
ranks of ex-servicemen. They considered themselves on a par with the 
Corps of Commissionaires. Upright men with moustaches, military 
bearing, precise timekeeping, and dedicated to high cleaning stan- 
dards, they were much admired — and occasionally feared. But by the 
1970s school caretakers complained that their high wages, housing and 
perquisites were just not worth the irritations and tensions of being 
marooned ina sea of asphalt in a rough neighbourhood. No amount of 
money could compensate for the loss of respect, the complaints of 
wives and the never-ending claustrophobia of the job. Not surpris- 
ingly, recruiting difficulties meant that on occasion an unscrupulous 
school caretaker was employed. It might be that, day after day, the 
dinner money would be mysteriously short of a few pence when it 
reached the bank. Weekend possession of an empty building could 
lead to more unusual pursuits than the caretaker letting his children 
play in the Wendy house of the nursery class. Police calling at midnight 
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[92] onone caretaker to warn him that classroom lights were blazing found 
a gang storing away the proceeds of a major bank robbery. 

Any visitor wanting a confidential insight into an urban school was 
well advised to talk informally with the school caretaker. A contem- 
porary memoir by a 76-year-old retired London schoolkeeper elo- 
quently confirmed Waller’s analysis: 


Being one practically born on a school in Deptford soon after the 
LCC took over from the London School Board about 1900, I feel 
qualified to bring back memories of the fun we had and moments 
of glory over the years. What has astonished me is the number of 
supervisors that now seems necessary. Whereas in those days 
there seemed to be only four or five plus a good Scottish lady who 
delighted in poking her umbrella in every corner in an inspection, 
there now seems to be more supervisors than schoolkeepers, but I 
suppose that's progress. . . I was fortunate in having two delight- 
ful headmistresses who had only to be asked to give permission 
for absence to be immediately granted, and blessed with a capable 
wife to manage till I got back, (no assistants then under a Grade V 
as it was known). One still lives near me and calls occasionally. 
The work accumulated of course till one got back. One perspired 
on solid fuel boilers with the boiler house door open and there 
were still buckets of coal to be carried up and down stairs. Inciden- 
tally, I had the sweep in last week at this flat and his words were, 
‘blimey, you still knocking about after 11 years retirement. Must 
be all that clinker you shifted!’ Visiting the few friends left one 
cannot help noticing the difference. The manual work may be less 
but the mental effort has trebled at least. The old comradeship is 
still there even if the status has improved enormously." 


Significantly, and in keeping with the times, the London school care- 
takers negotiated for a change of nomenclature within their 1977 pay 
round. It was their wish to become known as ‘schools services man- 
agers’, Traditionally, there had been great pride and sense of com- 
munity among the school caretaking fraternity. Perhapsit would return 
as prospects for the urban school revived. 


8 Management by mafia or creative 


bureaucracy 


In The Sociology of Teaching Willard Waller observed that schools were 
usually organized on the principle of autocracy: 


The generalization that schools have a despotic political structure 
seems to hold true for nearly all types of schools . . . . self gov- 
ernment is rarely real. Usually it is but a mask for the rule of the 
teacher oligarchy. It is not enough to point out that the school is a 
despotism. It is a despotism in a state of perilous equilibrium. It is 
a despotism threatened from within and exposed to regulation 
and interference from without. It is a despotism capable of be- 
ing overturned in a moment, exposed to the instant loss of its 
stability and prestige. It is a despotism resting upon children, 
at once the most tractable and the most unstable members of the 
community.! 


The most powerful figure in the British urban school was the head- 
master. Unlike his Australian or US counterpart, the British headmaster 
or headmistress (about 12,000 head teachers in the early 1970s were 
women) enjoyed unlimited, almost monarchical rule by any interna- 
tional comparison. US education experts indeed saw him as often 
having higher status and enjoying more limelight than the education 
officer who was nominally in charge of all the local schools.* 

Not until 1978, with declining urban school rolls and threatened 
school closures, and professional and public opinion beginning to 
threaten their impregnable prestige, was the power of British head 
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teachers challenged. Until the mid-197os the 29,000 primary and secon- 
dary head teachers in British state schools, most of them urban schools, 
had sole and unchallenged control over organization and curriculum. 
For, whatever their articles of government said, it was the head teachers 
who decided who would have contact with the school from the local 
community; what examinations the children would enter; which chil- 
dren would be admitted to the school; and the oversight of their 
attendance. Head teachers gave final approval, as accounting officers, 
to nearly all decisions involving the spending of money on books, 
equipment or the curriculum in general.? 

Unlike the US or Australian school principals, for instance, the 
British head teacher was no victim of the education office. No one sent 
him teachers by overnight telegram or withdrew teachers at equally 
Short notice: at least not until the mid-1970s. For, in varying degrees, 
the head teacher was responsible for choosing his own staff and having 
the last word on appointments. 

Head teachers could also exercise powerful sanctions in controlling 
their teachers. They could give them the most able groups of pupils, or 
the most socially intractable: they could withhold or give special 
responsibility posts which carried additional salary. Until the mid- 
1970s the British parent had very little say in the running of the school. 


T wonder what he does in real life?’ 


During an epoch of classroom and staffing crisis urban head teachers [95] 
were little troubled by outside interference — from parents, politicians 


or administrators. 
The British head teacher, much more than the classroom teacher, 


enjoyed complete security of tenure and freedom from teaching com- 
mitments during the day. It was almost impossible to sack a head 
teacher for inefficiency. Several years of bitter manoeuvring were 
needed, for example, before the head of a Cambridgeshire school was 
sacked in 1970 on the grounds of inefficiency. Where an unwilling 
head teacher was pushed out on professional grounds, asin the case of 
charismatics like R. F. Mackenzie in Scotland or Michael Duane in 
London, there was usually much media publicity and political skul- 
duggery.* Although in theory a head teacher's contract could be ended 
at three or four months' notice, most education committees were 
extremely unwilling to use the power they possessed because it meant 
an unpleasant trial procedure and conflict with strong unions, and 
there were no satisfactory arrangements for financial compensation. 

The usual compromise therefore was for a 'difficult', mentally-ill or 
miscreant head teacher to be put on permanent salary in a sinecure 
appointment, in a college, advisory or inspectorate job. Failure in any 
of those professional settings was considered, perhaps rightly, to carry 
few adverse educational consequences. No children could be dam- 
aged, only potential teachers. 

It was almost as difficult to sack teachers for professional shortcom- 
ings. Between 1967 and 1970, the National Union of Teachers recorded 
only half a dozen non-criminal sackings in England and Wales. Crimi- 
nal sackings were done very quietly, usually through discreet resigna- 
tion on health grounds. The difficulties involved in sacking teachers 
were highlighted in the case of the six luckless Tyndale teachers, 
including their headmaster, who had to be fired for striking rather than 
for running the school inefficiently. The DES retained a secret ‘List 99' 
of teachers black-listed on various grounds, amounting to some sev- 
eral hundred names. It was alleged to include teachers who encou- 
raged antisocial behaviour amongst schoolchildren on political 
grounds, as well as those who lost their driving licences or were sexual 
offenders. Indeed, in 1977 special branch officers were still raiding a 
number of schools where the political opinions of the teachers had 
aroused their concern. The ‘List 99° remained top secret and profes- 
sional associations pressed hard to have sight of these clandestine 


dossiers on teachers. 
If only because every 
desperately needed, the w 
cially head teachers during these 
censured, with any vigour or se 


teacher willing to stay in a classroom was 
ork of the teaching profession, and espe- 
years, was rarely assessed, let alone 
verity by the adviser or inspector. 


[96] Ineffectual HMI inspection continued until 1968, but almost no 
attempt was made to research ‘the good school’ as opposed to the bad 
school. Indeed, as we have seen, the essential co-operation of head 
teachers for that exercise was rarely forthcoming. Only in the mid- 
1970s did HM Inspectorate begin to criticize the teachers, revive 
inspection as such or begin to do something about the poor calibre 
candidates who had been enticed or unwillingly recruited into the 
teaching profession during the years of public neglect. 

In 1976, Richard Peters concluded that the head’s traditional auton- 
omy was as inviolable as ever. His powers were still exercised in an 
authoritarian manner, often at the expense of others — especially junior 
staff or pupils, and sometimes parents. Sociologists concurred: inter- 
views with heads revealed that paternalistic or totalitarian attitudes 
still predominated in their own description of the job. Head teachers 
reported that they valued most those personal qualities and tasks 
which emphasized their role as leaders. Almost all the 500 headmas- 
ters interviewed maintained that the traditional, charismatic and pas- 
toral role of the head was all-important. Gerald Bernbaum did find, 
however, that the growing size of schools, staff shortages and a shift to 
comprehensive reorganization had compelled headmasters to play a 
stronger managerial and administrative role." Even so, headmasters 
unanimously reported that they would least like to see a successor in 
their job who was ‘currently employed at a managerial level outside 
education’. Most wanted the next headmaster of their school to ‘havea 
clear set of moral values’ and be an active church member. The insular- 
ity of urban head teachers also led them into professional paranoia. 
Large numbers declared ‘no one understands my problem’. Michael 
Steinman, of the University of Nebraska, found London heads con- 
temptuous alike of elected politicians, advisers, managers and gover- 
nors of schools.* As many as 66 per cent of 144 head teachers inter- 
viewed in several London boroughs in 1970 thought politicians did not 
understand their conditions or professional problems. Yet, as we saw, 
head teachers were just as purblind in neglecting the urban crisis as 
politicians and teachers. 

But by 1977 it looked as though changing circumstances would 
depose the autocratic head. Teachers’ organizations were demanding 
more say. A major enquiry (Taylor Report) reported on public and 
parental participation in school management. The growth of the colleg- 
ial staffroom and the increasing size of comprehensive schools had 
weakened the power of the head teacher and given the classroom 
teacher more say. More responsibility was delegated to heads of sub- 
ject departments, who often took important decisions formerly 
reserved by the head. The school caretaker and ancillary staff had 
become more vocal. With declining school rolls, some head teachers 


became insecure about their authority and even their jobs, for as the [97] 
pupils disappeared some schools had to close. 

Head teachers were no longer easily able to maintain their authority 
through tradition, ritual and sanctions.? Social order in the urban 
classroom was more difficult, especially in the large comprehen- 
sives and where large numbers of unwilling ROSLA pupils, high staff 
turnover and exceptional social stress compounded in a disadvan- 
taged, multi-ethnic neighbourhood. Activist minorities of left-wing 
teachers in the staffrooms could also sharpen the misunderstandings z 
arising from a professional generation gap, further threatening the 
despotism, however benevolent, of the head teacher. Parents and pupil 
governors were increasingly being appointed to managing bodies in 
urban schools. A growth of parent and pupil consumerism, especially 
a drift of sixth formers into further education colleges, constituted a 
multiple threat to the autocracy, power and even salary of the head 
teacher. Local authority inspectors as well as HM Inspectorate began to 
make tough noises about teachers whose performance might be felt to 
be ineffective. Moderate reformers, as well as controversial education 
spokesmen of the Right, were suggesting renewable contracts for head 
teachers. Countesthorpe College in Leicestershire was an extremely 
avant-garde school in which the head teacher's power was devolved. 
Renamed ‘warden’, the head of Countesthorpe handed over 
decision-making to the staff, acting as chairman to a staff committee. 
The staff of the William Tyndale School considered pooling both 
decision-making and salary cheques. 

What could be the response of the distracted head teacher? Some 
succumbed to the management myth." Mangement theory, applied to 
head teachers and schools, proved a pyramid-selling bandwagon." 
There was a maniacal gleam in the eye of the many converts, newly 
fluent in managerial jargon, who descended in the schools or returned 
to their colleagues radiating bogus technology, advice column 
psychology and conceptual illiteracy. The management mafia, for = 
is effectively what they were, brought their own jargon, the polysy 3 
labic rendering of the obvious, into schools. Some believed in the 
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imperialism to retain influence over the schools and local education 
authority decision-making channels. . 

Staffroom notices for management courses arrived like travel 
brochures, offering expertise to the heads of large schools and depart- 
ments on individual subjects or even the timetable. Even the wilder 
shores of group therapy were visited by management enthusiasts. 
When approaching their innocent victims who were so ready to seek 
any portina storm, the management mafiosi, like the Salvation Army, 
borrowed other people's good tunes. They plagiarized flow diagrams 
from the mathematicians, the Fog Index from the reading experts 
and extempore drama from the mental hospitals, especially mimicry 
of those constipated silences which passed for non-directive psy- 
chiatry. 

The controversial psychodynamic approach to school life was prac- 
tised, many thought successfully, by Elizabeth Richardson, who spent 
three years as an observer and consultant at Nailsea School, a large 
comprehensive formed from a grammar school." Her analysis 
described who felt threatened, who changed their minds and who won 
in the staffroom, but she received a mixed press. Other educationists 
disputed whether the Tavistockian approach she favoured was just 
sloppy or, in fact, covertly authoritarian. Richardson saw personal 
dramas as universal problems, often expressed through the authority 
or management structure of the school. Teachers working with her 
made changes in the school hierarchy and method of working, during 
and after the period of her consultancy. The story of Countesthorpe, as 
recounted by the staff, showed a similar preoccupation with the 
dynamics of staffroom life, but with more curriculum emphasis. 
William Taylor, and other academics who had taught in secondary 
modern schools, produced in-tray exercises for training in school 
management and innovation in large secondary schools. 

The besieged secondary head teachers were singled out for special 
blandishment by the managerial mafia. Some were admirably 
strong-minded. But it was tempting for the head of an urban school 
under stress to grasp at the managerial fallacy which gave him refuge, 
and gave him a new style of control. Discussion of the educational 
philosophy of the school was replaced by a view in which the head 
teacher saw himself as a troubleshooter whose response to staff debate 
was ‘personnel management’. This managerial style of leadership 
could lead even the well-intentioned headmaster to exacerbate the 
problems of his school; he could become typecast as administrative 
doyen of ‘that non-teaching gerontocracy along the corridor’. Despite 
the addition of two, and sometimes effectively three, deputy head 
teachers in the larger secondary schools, heads and senior staff, it 
seemed, did less and less teaching."* Sometimes the head and senior 
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[100] colleagues were on constant patrol around the school, on call with a 
pocket radio, ready to deal with intruders or quell incipient riots. But if 
the management ethos prevailed the senior teachers often remained 
with their heads down in their administrative offices, while disorder 
mounted in classrooms and corridors. 


ENGINEERING 
STUDIES 
CONSULTANT 


ACADEMIC 
STUDIES 


Falà 


‘Does anyone on the staff actually teach?’ 


The managerial trend was a threat more than a benefit. Further 
suspicion was aroused by the mid-1970s when advertisements in 
teachers’ journals invited recruitment to management courses for 
promotion. The teaching profession advisedly scrutinized this depar- 
ture with suspicion. For while many urban authorities were abandon- 
ing the confidential report, some began operating a clandestine selec- 
tion system through residential courses which offered intending heads 
or heads of department 'preparation for promotion'. This was a most 
insidious trend, particularly after 1975 when economic cuts, falling 
urban school rolls and resignation rates had brought more career 
anxiety into the minds of teachers. After all, in future there would bea 
longer wait for promotion and it would be harder won. It might be 
tempting for advisers or inspectors to identify the high flier and mark 
his card by means of a management course. But no one officially 
measured actual performance in the school or classroom, particularly 
in social control, curriculum innovation or the ability to inspire col- 
leagues. Often a managerial system, based on exclusive country 


weekends and officer selection techniques, threatened to prove more 
distorting than the confidential reports and telephone calls it replaced. 
Wise education authorities, as in Australia, offered the urban teacher 
management training only after promotion to a new post. By this 
careful approach there was no professional malice, and management 
methods could make a valid contribution. 

However, the concept of good management in itself was not 
unsound. Urban schools were crying out for vigorous management, 
and where head teachers managed to avoid the dangers of a false 
emphasis on managerial style they could often successfully introduce 
new approaches in running the school." An innovative, creative 
bureaucracy could bring immense benefits. 

Inner London Education Authority's Alternative Use of Resources 
scheme (AUR), for instance, which was increasingly copied by other 
LEAs, put the school budget under the democratic control of the staff 
and head." The principle behind the AUR scheme was 'virement', 
defined as ‘the application of resources intended for one end to the 
purposes of another’. That sounded like financial conspiracy; but in 
the jargon of the accountant in fact it was the quite legal 'transfer of a 
surplus to balance a deficit under another head'. 

Under the AUR scheme a school staff, consulting with the head 
teacher, decided on their long-term plans and strategies. How did they 
want to spend their money? Did they want library books, another 
dinner helper, more part-time teachers or a minibus? Should they 
knock down a partition to create a parents' room, spend more on 
educational visits or buy a colour television recorder? Substantial 
amounts of money (£6,700 in 1977 for an ILEA primary school with 320 
children on roll) were given to teachers to spend as they wished under 


their AUR budget.'® 


1 Basic staffing 
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unconnected with the AUR 


2 School allowance 


Each school also received an allow: 
1977-8 £11 for each primary pup! 


ance or capitation sum, which was in 
1 and £30 for each secondary pupil. 
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[102] 5 per cent of the capitation sum could be spent under the AUR scheme 
quite apart from any additional money specially allocated. 


3 AUR 


A complex calculation was made for each school, allocating money 
from a global sum for the whole of inner London.” That took into 
account the size of the school roll, individual staffing needs, the posi- 
tion of the school in an educational priority index, and other special 
factors, based on the advice of the local inspector. 

The great advantage of this sophisticated scheme was its flexibility. 
It involved several important assumptions. First, it assumed that each 
urban school was individual and different; second that management 
decisions should be democratically arrived at through professional 
self-appraisal of the unique circumstances of each school. Third, long- 
term educational planning was encouraged, for the AUR scheme 
allowed schools to pay over several years for more expensive items 
such as the videotape recorder or minibus. Fourth, teachers and head 
teachers were encouraged, perhaps for the first time in many years, to 
begin thinking about the cost-effectiveness of classroom activity. Fifth, 
the decision-making demanded by the AUR scheme involved, if prop- 
erly applied, democratic discussion of the curriculum and the philo- 
sophy of the school. Teachers were compelled to talk about their 
priorities for the urban classroom. Although the democratic appli- 
cation of the AUR scheme was regrettably not always brought out 
fully in schools, London teachers were in general delighted with 
the approach. Imagine, for instance, the pleasure of a secondary 
English Department consisting of fifteen teachers at last being able 


to appoint a part-time clerical worker to type stencils and run off 
duplicating. 


Example 1: a primary school 


How did a typical primary school in a generous LEA use its resources 
under the AUR scheme in the mid-1970s? The fixed resources of one 
primary school were: 


15 full-time teachers: £3,950 each 

1 nursery assistant: £3,010 

primary helpers totalling 60 hours a week: £3,600 
a part-time school secretary: £3,050 


In addition, £11,500 was available for reallocation under the AUR 
scheme. The school used that discretion to buy: 


1.8* teachers: £3,950 for each full teacher 
1 nursery assistant for an additional nursery class: £3,010 
1 woman helper for 12 hours weekly during term: £720 
1 secretarial helper for 6 hours weekly: £610 
The remaining cash was kept for local purchases from the local 
newsagent or electrical shop or for other emergencies. 


Example 2 : a comprehensive school 

The primary school could have allocated its AUR budget in several 
other ways, but in a secondary comprehensive school there was an 
even larger number of permutations by which the money could be 
spent. Here are two possible schemes for AUR spending in a com- 
prehensve school with a roll of 1,230 pupils, which received £23,000 
under the AUR scheme. The school had the following basic staffing 
and resources which could not be reallocated. 


2 full-time teachers for work with immigrant children 
3 full-time clerical officers 

1 part-time clerical officer (373 hours) 
1 general assistant (25 hours) 

1 full-time media resource officer 

1 full-time librarian 

1 senior laboratory technician 

1 laboratory technician 

2 junior laboratory technicians 

1 workshop technician 

1 storekeeper 

1 general assistant for immigrants 


(The schoolkeeping staff and cleaners were separately provided) 


The school capitation provided £30 per head for each boy iie e 
amounting to £36,900, 5 per cent of which could also e Vae " 
the AUR scheme. Thus the school had £23,000 plus £1,845 = ,945 


of AUR, virement or discretionary spending. 


Scheme 1 

The school could simply have $ Jk P lant 
teachers (at £20,145) and 1laboratory technician eae rs e 
0f £25,945. Bearingin mind that the school mene Wi E: = : jugis 
thirdsof the financial resources of the gps en 

to be spent on learning materials and equipment. 


pent its AUR money on, Say: 5-1 extra 


* i.e. teachers working to 1.8 of a full week. 
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In the event another more sophisticated scheme, involving a good 
deal of complex negotiations among the staff themselves, was adopted: 


Scheme 2 


The headmaster and staff decided to buy fewer books and materials, 
but to increase the non-teaching support for the school by buying: 


1 part-time 0.6 teacher: £2,370 

1 part-time 0.5 instructor for technical subjects: £1,560 
1 laboratory technician: £2,800 

1 AVA technician: £2,880 

1 shorthand typist: £3,400 

1 storekeeper: £2,950 

1 full-time clerical officer: £3,050 

1 senior clerical officer: £3,280 


This total of £22,290 left £35,055 in the school allowance and £2,555 of 
AUR money which could be used for local purchase and emergencies. 

Lively staffroom debate and extensive consultations preceded this 
decision. The headmaster and senior cabinet of heads of department 
were lobbied energetically by their colleagues. Staff-room discussion 
compelled everyone to work out the educational philosophy and 
priorities of the school against a context of financial realism. Scrutiny of 
the curriculum, and more Particularly the timetable, was the nerve- 
centre of debate. When a choice had to be made between, say, teaching 
mathsin smaller groups or buyinga laboratory technician for the science 
department, the timetable was an influential factor on its own account 
as well as reflecting the final decision.!* The complex timetable hiero- 
glyphics were the key to the politics, powerand philosophy, the hidden 
and official curriculum of each secondary school. 

A second scheme of creative bureaucracy which had enormous 
impact on the urban school was the Educational Priority Area index. 
Earlier I criticized the EPA strategy for assuming that there was an 
exclusively educational solution to the urban crisis. Nevertheless, 
enthusiasm, higher professional morale and better classrooms did 
result; it funnelled extra money, teachers and learning materials into 
deprived urban schools. In Inner London and Liverpool researchers 
devised measures to distinguish between primary schools in order, as 
Plowden had suggested, 'to raise schools with poor standards to the 
nationalaverage and then quite deliberately to make them better’. Their 
definitions of educational priority used Plowden criteria (see p. 23): 
Other suggestions, locally or from Whitehall, were added to build up 
the indices of multiple deprivation. InInnerLondona forty-strong team 
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s, 5c for a Mass Media project and 


‘2b A 
are using it for modern math 
it for a knitting pattern. 


Home Economics want 


[106] of research and statistics staff constructed for schools an EPA index of 


ten criteria and measures. !° 


ILEA primary EPA index 


Criterion Measure 

1 Social class composition % of males in unskilled and semi-skilled oc- 
cupations 

2 Large families % of children in households of 6 or more 

3 Overcrowding % of households living at a density of more 
than 14 persons per room 

4 Housing stress % of households without an inside wc 

5 Cash supplements % of pupils receiving free meals 

6 Absenteeism % of pupils absent during first week of May 
1967 (in this case) 

7 Immigrants % of immigrants in schools 

8 Handicapped pupils % of pupils in bottom (lowest 25%) ability 
groups 

g Teacher turnover % of teachers in school less than 3 years 

10 Pupil turnover % of pupils who have moved during the year 


All 850 London primary schools were ranked from highest to lowest, 
the most deprived school being given the top score, Practical experi- 
ence resulted in changes to the index. As time went by, pupil absentee- 
ism and housing stress were dropped in favour of two other criteria: 
"lack of parental interest' (measured by whether the parent attended 
the school medical); and 'crowding in the school building’ (measured 
by the number of children occupying each 100 square feet of floor 
space). ‘Teacher turnover’ was dropped, because some head teachers 
kept the EPA rating of their school artificially high, running successful 
classrooms but encouraging staff to move constantly for promotion, 
and thus scoring strongly on ‘teacher turnover’. A factor of ‘teacher 
stress’ was also introduced and then dropped because it penalized 
schools working well under difficult circumstances. Predictably, the 
shifting political climate caused ‘percentage of immigrant pupils’ to be 
dropped from the EPA index although demands came later for its 
reinclusion. An important new criterion of ‘disturbed children’, those 
identified as abnormally maladjusted on the Rutter Scale, was also 
later added. 

The EPA bonanza was so warmly welcomed in disadvantaged 
primary schools in London that a secondary school index was plan- 
ned," which emphasized secondary school characteristics which 


made teaching more difficult but over which the school had virtually 
no control. 


ILEA secondary EPA index 


Criterion Measure 
1 Backward children % of 11+ children in the lowest ability band 
2 it % of immigrants in the school 
3 Poverty % of pupils in attendance receiving free 
meals 
4 Large families % of children in families of 4 or more chil- 
dren 
5 One parent families % of pupils not living with both natural 
. parents 
6 Social class % of pupils with semi-skilled/unskilled 
guardians 


% of pupils who changed schools 

Split site, age of building, tall buildings (lift) 
% of teaching staff who are handicraft, 
housecraft, technical teachers 


7 Pupil turnover 
8 Adequacy of buildings 
9 Technical studies 


Local education authorities set up teachers’ and resource centres, 


Specializing in the teaching of reading, mathematics or multi-ethnic 


studies. Special concessions were offered to London primary schools, 
sual aids apparatus at 


allowing them to buy a wide range of audio-vi 

one-third of cost — thus triggering off a revolution in educational 
technology. The head teacher in the inner city EPA school became a 
wealthy patron ona scale which made suburban colleagues gasp with 
envy, even though they would not have wanted to teach the very 


difficult children. 

So generous were the schemes of creative bureaucracy and extra 
resources which aimed at halting deterioration in urban classrooms 
that newspapers like the London Evening Standard accused the educa- 
tion authority of ‘trying to buy themselves out of trouble with 
resources’. 


strongly resisted the logical final 


The powerful chief education officers d 
agement. Throughout the period 


Step of managerialism: corporate man F 
of local government reorganization, which between 1964 and 1974 


reduced the total number of LEAs to just over a hundred in the 
interests of efficiency, education officers fought every attempt to put 
them and their departments under a chief local authority executive. 

Their motives were mixed: a commendable intention to protect the 
local educational traditions was mingled with professional insularity 
and lack of vision. Corporate management meant that each hee 
ment head, including the education officer, had to justify his share E 
the budget. But educational need was hard to demonstrate. An urgen 
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[108] case for sewers or roads, when looking at the total responsibility of a 
local authority, was much easier to present. Social workers could 
always produce a more heart-rending story than the teachers. And 
was there nota danger of reviving some system of educational accoun- 
tability, of ‘payment by results’? The education officers headed 
heavy-spending departments with decades of independent tradition 
behind them. They were not prepared to be put down by accountants 
from the powerful treasurer’s department, by short-sighted council- 
lors intent on ‘cheese-paring’ the school budget, by Whitehall civil 
servants or politicians — or even by fashionable public clamour for 
improved standards.? 

In a new climate of growing financial rigour it was inevitable that 
British educational practice would be affected by the sophisticated 
planning techniques developed in the US. Economic recession 
broughta sharp awareness of the need for scrutinizing public expendi- 
ture for cost effectiveness. DES papers, like the 197o feasibility study 
for output budgeting, began to encourage stricter assessment of 
expenditure according to purposes and results. They argued that sys- 
tematic assessment of the use of resources across traditional institu- 
tions or departments illuminated policy choices which otherwise 
remained masked. During the 1960s, when the rate of educational 
spending (as expressed as a share of growth in the national product) 
rose each year, a PPB (Planning Programming Budgeting) system 
helped the DES to allocate resources effectively. Later, with near 
financial bankruptcy in the public sector, central government found 
such cost-effectiveness techniques even more valuable when imposing 
tighter controls, cash limits and ceilings on educational expendi- 
ture. 

But who, finally, did control the purse strings for the urban class- 
room? The Layfield Committee of Inquiry, reporting in 1976, declared 
that local education authorities were and should continue as the finan- 
cial management for schools.?* Education, as the largest local service, 
employed more people than any other department. If the largest part 
of the local education budget, the salaries of the teachers themselves, 
was taken over by central government this would lead to a fully 
centralized school system. Government should pay for services which 
were wholly national in character. Central government control would 
deprive local authorities of educational initiative in running schools to 
suit local conditions. 

Despite Layfield, there were growing signs of more curriculum 
centralism and financial intervention by central government. On the 
other hand, trends towards central intervention were matched by 
simultaneous pressures towards increased devolution of sckool and 
curriculum control, particularly into the hands of parents.” Educa- 


tional accountability, community education, and urban curriculum -[109] 
were becoming closely linked. 

Where did the permanent civil servants, the shadowy figures in the 
Department of Education and Science, stand in relation to control of 
the urban school? Despite the honourable refusal by the DES, atleast 
on the face of it, to make a takeover bid for the control of the curriculum 
in schools, from 1972 onwards there were straws in the wind suggest- 
ing that their thoughts were certainly moving in that direction. 

A highly critical analysis of the DES as a secretive central bureau- 
cracy was made in the OECD (Organization for Economic Co- 
operation and Development) report on British education in 1975.7 The 
DES representatives were quite unable, in their confrontation meeting 
with the OECD examiners, to meet the various criticisms made. The 
visitors’ team had complained that educational decision-making in 
England and Wales showed very few signs of democratic participation. 
Civil servants had immense power in their own right, particularly with 
Such a rapid succession of education ministers as had passed through 
the DES in recent years, The DES was unnecessarily secretive about its 
decision-making processes, which appeared to rely largely on informal 
networks and the ‘old boy’ system; long-term objectives and priorities 
therefore tended to escape adequate scrutiny. . í 

The DES civil servants, particularly in the upper tiers, were Eid 
products of the public school and Oxbridge systems" they had i 
personal experience of the vast state school system they were Tine 
run. For many years they had worked at some Ey P 
impact on the child in the classroom, but in m bw ete 
government encouraged them and the resuscitate oer ni 
to attempt nothing less thana full-scale coup d'état — a ce 


of the state schools. 


9 The Curriculum Church 


Curriculum policy in the urban school was bedevilled with profes- 
sional shortsightedness. Not only teachers, but educational 
philosophers and sociologists, college lecturers, curriculum develop- 
ers and researchers pursued sectarian obsessions within the new reli- 
gion. Those responsible for the raising of the school leaving age, the 
counting of immigrants, compensatory education, or the teaching of 
reading, all offered conflicting curriculum advice.' The growing Cur- 
riculum Church was attacked for its secularism in purveying a com- 
modity called 'knowledge' by the deschooler Ivan Illich. The cur- 
riculum development movement, indeed, resembled nothing so much 
as a mad tea party of neo-scholastics. Educational sociologists, project 
directors and researchers, deschoolers and a host of Marxists all 


was reflected in the vendettas they conducted from their armchairs. 
The progressive pharisees believed only in the Supreme importance of 
the spoken word, in children's talk, creative writing and fluency: or 
favoured ‘direct’ spoken teaching of modern languages. The gnostic 
tradition was maintained by those extreme Progressives who claimed 
to transcend logic intuitively in their teaching. Children would, they 
thought, spontaneously acquire literacy in their classrooms through 


being exposed to a rich environment of books. Some progressives [ 
Subscribed to the Pelagian heresy, claiming that faith in the curriculum FR 
ue = teachers would alone purge schools of sin and misbehaviour. 

eed, most curriculum developers were also Lutheran antinomians. 
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Today? Well, actually we had vertical structuring with team teaching in an 
open-plan environment. i 


ospel and not the law of discipline 


They believed that the curriculum g 
Would revive schools. The official dogma of the curriculum papacy, the 


Schools Council, was that curriculum, not social control, would carry 
the urban schools through difficult times to redemption and salvation. 
Put your curriculum in order and other problems would solve them- 
Selves. The Sadducees, authors of the Black Papers — advocates of the 
Written word and defenders of written examinations — opposed pro- 


[112] gressivism. They sometimes converted to Jansenism, believing in the 
total corruption of their pupils by original sin; curriculum innovation 
was then dismissed as nonsense and, instead, they urged old- 
fashioned regimes of harshness, ritual and moral rigour. The sociolo- 
gists of knowledge, noted for over-subtle argument containing just the 
Occasional grain of truth, were the modern Scotists,? while the complex 
Donatist heresy taught that sacraments administered by an unworthy 
minister were invalid. Sinners receiving them should be denied salva- 
tion, although if the same sacraments were offered by a worthy minis- 
ter then they were valid. Thus it was possible for Labour education 
ministers to initiate central government interference in the schools of a 
kind they themselves had majestically denounced when proposed by 
the political opposition. 

Much of the curriculum debate was an irrelevant sideshow to social 
realities. It was also quite falsely polarized by skilled publicists of both 
the extreme Left and Right; for meanwhile in the classroom several 
hundred thousand urban teachers muddled confusedly along hold- 


than innovation.? 
A dozen factors forced the pace of curriculum renewal from the early 
1960s.* There were international reasons for curriculum reform: 


curriculum. The informal classroom movement was strong, especially 
after the Plowden Report. Ina mood of Professional confidence, many 
teachers more often Produced their own curriculum materials in 


magazine Where? There was new concern with the needs of the gifted, 
autistic or the dyslexic child. . 
Newspaper editors saw that the education industry was expanding, 


in crisis, and newsworthy. More education correspondents were 
appointed by newspapers. The Guardian newspaper launched an edu- 
cation page. New Society gave the schools some sociological scrutiny 
from 1961 onwards. The Times Educational Supplement expanded its 
Pages, circulation and revenue; its job advertisement pages grew 
rapidly with the staffing Shortages. New academic journals dealing 
with teacher education and curriculum studies were launched. Samiz- 
dat magazines, using the more commonly available offset press, 
flourished; they had titles like Teaching London Kids, Rank and File or 
Humpty Dumpty, and provided for militants and minorities. 

Reviving a climate of excitement over education which had been 
stimulated in pre-war politics through the Left Book Club, Penguin 
Education Specials offered a stream of de-schooling, radical and 
revolutionary paperbacks. These had titles like The Great Brain Robbery, 
Pedagogy of the Oppressed, Why Schools Fail, or Compulsory Miseducation > 

The Schools Council was nationally responsible for curriculum 
development and examinations after 1965, and soon had a hundred or 
SO projects running, with an annual budget of some £2 million. Jointly 
funded by the DES and local authorities, the Schools Council had a 
Peculiar constitution resulting from the insistence of teachers bad the 
Secret garden of the curriculum' was their private monopoly.* It was, 
therefore, a compromise institution with a majority of teachers nomi- 
nated by the unions in its steering committees. This constitution was to 
Prove most unsatisfactory, but no action was taken until 1977 - 
change it. Although in theory the Council was erae d o 
Curriculum development groups and teachers centres, itfe vic ihe 
Series of centralist paradoxes. Despite the ostensible commitmen i 
teachers, 90 or so of its first 125 projects had teams based in unive 
Sities. The Council was committed ideologically to the view that € 
School should have a curriculum determined by the head teacher an 
Staff. The LEAs, who substantially funded it, joined with € in 
demanding the Council should not interfere locally with or TE 
But through its national projects and publications it was Foca c 
Propagate a consensus view of what the curriculum s 
ike, . 1 
The Schools Council spawned many new professionals, Ros dis 
riculum developer, the evaluator, the researcher — an army of mi 

ici urn i luators had their own ethic of 

Physicians. Like doctors, curriculum evaluator HERGA EN 
confidentiality or disclosure. They wrote and publishe aa 
mostly for each other or the captive audiences of aa > Sane 
9r Open University education students who provide their . 
Teachers in classrooms were much less Se ce on ated 


i by t 
The chief culum strategy adopted by th i 
largely by the US pattern (which showed early signs of failure) was the 
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[114] paternalistic ‘research and development mode’. The Council would 
employ a few bright teachers or researchers on secondment to study a 
dozen or so schools. The team would then sit down in a university 
department and invent a curriculum solution, producing publications 


‘It was about time that “concepts” came in and “ideas” went out.’ 


and packages of learning materials. Not until after the mid-1970s was 
this strategy reappraised. The record of the Schools Council from the 
point of view of dissemination and impact on ordinary classrooms was 
remarkably bad. But its labyrinthine bureaucracy together with a con- 
spiracy among LEAs and unions that there should be no threat of 
curriculum centralism guaranteed its ineffectiveness from the start. 
Mechanisms of dissemination were available but not used. Teachers' 
centres were sponsored by the Schools Council and proliferated with 
astonishing ease under LEA management. They sprang up all over the 
educational map after 1965, when the newly formed Schools Council 
issued a blueprint which saw them as a network for creating and 
diffusing curriculum development." By the early 1970s there were 600 
teachers' centres in Britain; in 1965 there had been only 20. The jumbo 
jet visitors from other countries invariably asked to see both ‘an open 
school’ and ‘a teachers’ centre’. But teachers’ centres were little used 
for curriculum dissemination. 

After 1965 the editing and publication of national curriculum 
materials was semi-monopolized by the Schools Council. Strangely 
powerless to enforce its curriculum edicts through dissemination in 
LEAs, the Council did erode the traditional entrepreneurial freedom of 
the educational publisher.* Publishers puta brave face on their predi- 


cament. Joint projects with the Schools Council, they claimed, cut [115] 
development costs. 

Publishers and equipment manufacturers in general lost less ground 
than might have been imagined. They commanded a large home 
market because of the choice enjoyed by the British teacher. There was 
an even larger international English-speaking market for their own 
products. The information and textbook market expanded rapidly, 
especially in the developing countries, and was extremely profitable. 
The British teacher thus enjoyed an embarras de richesses in school 
books, audio-visual aids and equipment. Unlike, say, many US or 
Australian teachers whose curriculum straitjacket often meant choos- 
ing one book out of four prescribed texts, the British teacher, apart 
from the constraints of the school-leaving exams (or 11+ tests where 
they remained) had complete curriculum freedom. 

The curriculum debate continued aimlessly. Some thought that con- 
fusion itself was a virtue — this was a pluralistic, rich society in which 
there were many answers rather than one. Certainly, the teaching 
profession was fundamentally split over classroom aims. 1,500 
primary and middle schools teachers interviewed for a Schools Coun 
cil report in 1975 were disagreed about the aims of primary education. 
Older, experienced and married teachers emphasized the traditional 
role: equipping the child with skills and attitudes enabling him to 
conform to socially acceptable norms. These teachers directed children 
closely, controlling what was learned when and how. Younger, ed 
gressive, less experienced and single teachers, especially Fami wit 
higher qualifications, stressed more the aesthetic, emotional and per- 


sonal development of children and rated intellectual attainment as less 
important. The report suggested that there was ‘a real and mpo 
cleavage of opinion between sagen Sn may well be working suc: 

cessively with the same group of children. 

Renstedy little pri oe Fuidancë was given to the ae eis 
teachers training in the expanded colleges of education. pion ton 
dents, like Nicholas Otty,' documented the futility of bel pe 
training year at university departments of education. ^N 


rers Wi distan from the u ban classroom. Sur- 
S t fri r S: 
exceptions, lecturers were too 


veys showed they neglected basic ee sem da y mi deis 


hr 
for example, to teach students how to teac S 
were peodcupisi with extra student numbers, their curriculum sp 


i li- 
ciality or the committee work of getting courses aade Pe 
dated. As a body they made little intellectual contribution to E 
the urban classroom crisis. Only too often mis e ppc 
i lege of education 

with students who regarded the colleg ation: 

school before marriage, OT as second best to a pee uide, e 
The educational research establishment offered even less he!p. 
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cational sociologists, when not lost in metaphysical conundrums of 
their own making, persisted in the well-worn groove of social mobility 
research. Occasionally, as in the case of Little and Mabey, researchers 
avoided the gag put on them by politicians, teetered on the brink of a 
major discovery, then stepped back from the revolutionary implica- 
tions of their research." When significant educational research was 
attempted, it was often resisted. As we saw, attempts to research the 
qualities of ‘good schools’ were blocked by the teachers and their 
unions. Unacceptable research findings were consistently ignored. For 
example, teachers rejected out of hand the Stockholm studies which 
showed that reducing class size did not necessarily lead to improved 
attainment; and they described as unacceptable the conclusion of the 
National Child Development survey that children in larger primary 
classes often had better reading attainment. 

The biggest educational research body in the country, the National 
Foundation for Educational Research, received large amounts of public 
money. Started in 1946 with 14 people, by 1971 it had 140 staff at its 
Slough headquarters, including 42 full-time research officers who 
produced 20 or so publications per year. But for political reasons the 
NFER was too academic and over-cautious. Only occasionally did it 
produce a repott that had even a slight impact on the classroom, as in 
the case of its conclusions on teaching French to young children. But 
even then, a negative caution seemed to be the keynote. 'The weight 
of evidence has combined with the balance of opinion to tip the scales 
against possible expansion of teaching French in Primary schools’. 

Asked why the NFER was so unadventurous, even conservative, in 
its research policy, officers and project leaders explained that their 
Sponsors were cautious bodies like the Home Office, the Schools 
Council and the Social Science Research Council. They gave money for 
‘measurable research’. Nevertheless, despite its privileged position in 
sharing with the Schools Council a right to public funding, the NFER 
constantly lost its better staff to the universities. As a body it certainly 
gave urban teachers little help in resolving the crises of authority or 
even curriculum that they faced each day. 

Many LEAs set up research units, a promising initiative at first sight. 
But all too often researchers, like Marten Shipman, complained that 
their most treasured work was selectively used to justify policies which 
overall were anathema to them.” 

The DES was remarkably ill-served for research, as the OECD inves- 
tigating team noted; besides, no one knew what happened to research 
findings because of the secrecy which dominated decision making. But 
in a sense, research did not matter. For research itself had shown that 
when teachers were asked to rank well-known people in the educa- 
tional world according to their credibility, they ranked university pro- 


fessors and researchers lowest. Perhaps one of the real difficulties was [117] - 
that researchers did not get into situations fast enough to come up with 
prescriptions before the educational scene had once more changed 
There was in particular a lack of relevant classroom observation which 
could have been especially helpful to teachers. i 

The local politicians who ran education committees, as the Tyndale 
enquiry showed, played down their controlling role in relation to the 
urban school, vaguely leaving responsibility to the administrators and 
professional advisers. The comprehensive school campaigner and 
London local politician, Caroline Benn, kept a full diary of all her ILEA 
education committee meetings." She did not record agendas or the 
way voting went, but how the education committee running a big city 
school system spent its time. She recorded occasions on which 
‘genuine educational discussion’ took place. Discussion had to last at 
least five minutes, the length of time it took for a speech to go beyond 
routine chatter and allow politicians to explore an issue in such a way 
that shifts of opinion could occur or new ideas gain currency. From her 
records she concluded that such discussion rarely took place. Various 
d policy making to administration. Most com- 
he administrators rather than by the elected 
committee meetings she attended 


pressures subordinate 
mittees were run by t 


members. Only 16 per cent of the 
were devoted to policy discussion; half the time was spent on day-to- 


day routine, rubberstamping policy decisions; and a third of the time 
was taken up with the party's own affairs. Although extremely large 
sums of public money were authorized for educational spending, 
discussion of educational accountability or school cost-effectiveness 
rarely took place. Most policy decisions of any importance were made 
in a caucus meeting of the full majority party held before each educa- 


tion committee meeting. 
d corporate planning issues 


Not surprisingly, interdisciplinary an i > 
gained little attention. Urban politicians specializing in local housing, 
education or other policy committees actually took pride in a tradition 


of etiquette which discouraged interference with the work of other 
committees. The relationship between urban schools curriculum, 
social control, and demographic and urban trends was thus never 
debated by politicians in the major British cities. 7 - 
The advisory or inspectorate bodies of urban authorities could a E 
have given some guidance. They grew particularly fast following the 
local government reorganiz 15 Commonly, the adviser 


ation of 1964-74- ily, | r 
or inspector had some general responsibility for a territorial patch oi 
schools as well as providing expertiseina specialist subject and visiting 
schools all over a city. The adviser's or inspector's function had been 
described in a sub-section o 


f the 1944 Education Act: 'any local educa- 
tion authority may cause an inspection to be made of any education 


[18] establishment maintained by (i.e. in respect of grants from) the author- 
ity, and such inspection shall be made by officers appointed by the 
local education authority.’ Despite this they suffered much uncertainty 
and role conflict in the period after 1960. During these years of class- 
room stress, the old-style local inspector demanding registers, sus- 
picious of classroom noise, closeted over sherry with the head while 
tremors ran round the staffroom finally disappeared. He was replaced 
by the harassed, avuncular adviser, who as part of an expanded team 
commanded less prestige. The best features of the advisory approach 
were admirable. Advisers became donors of extra equipment or 
money; patronage was substituted for punitive inspection. But the 
title ‘adviser’ disguised a crude, simple fact: schools could not possibly 
be inspected in a traditional way during such a staffing crisis. The first 
task of the adviser during these critical years was to visit colleges and 
entice young teachers to enter the urban classroom. The next job was to 
hold their hands through the traumatic switchback of the probationary 
year. But so far as inspecting classrooms or pushing a strong line on 
curriculum were concerned, the hands of the adviser were tied. They 
were warned against ‘upsetting the heads, the teachers or the union.’ 
Criticism of a young teacher for not wearing a bra or relying wholly on 
‘look and say’ in reading was ill-advised. She might turn round, 
complain to the union, resign, shift to the school down the road, or 
take a better-paid job as a secretary. The role of the school inspector 
was of necessity, as the Tyndale tribunal was so poignantly to reveal, 
‘to advise and support’. Inspectors could have led head teachers and 
teachers in calling a general alarm over the urban classroom crisis, but 
the chance was passed up in the fatalistic assumption that nothing 
could be done about the ground rules of the game. 

Their specialized role and insulated life-style made local advisers 
ill-informed and apathetic to the major urban educational policy ques- 
tions which shaped their daily task. Members of Her Majesty’s Inspec- 
torate were even more aloof. They had suffered a crisis of low morale 
and recruitment in the 1960s, when their salary levels had fallen below 
those of local advisers.'® Traditionally, schools inspection had been 
thought suitable for retired colonial administrators, poets needing an 
income and unsuccessful literary intellectuals. Only civil service skills 
plus common sense were thought to be needed for the job; recruitment 
was done on the old-boy network, posts being canvassed by word of 
mouth. Some critics complained that HM Inspectorate was a secret 
society, a mixture of masonic lodge and dilettante Spy ring. 

HM Inspectorate reports on schools were cavilling or wishy-washy 
documents. HMIs were masters of cliché. Morning assembly was 
always ‘reverently presented’: teachers were advised to ‘discover’ the 
interests of their children: or make the curriculum ‘child centred’: 
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schools should be ‘happy communities’ — the bland phrases flowed 
effortlessly. In the 1960s HM Inspectorate complained that its cur- 
riculum function was being threatened by the emerging Schools 
Council. Yet it was they who were to leap suddenly and self- 
assertively to prominence after 1975 (see p. 169). 


10 Cargo-cult and innovation 


Curriculum exploration brought back some bounty, but generated 
even more cargo-cult — teachers desperate to achieve social control and 
a more flexible curriculum turned to novel techniques and innova- 
tions,’ like the Pacific Islanders who built effigies of American air force 


planes in their efforts to encourage the sky gods to rain down more 
food and trinkets. 


They were faced with a variety of alternative ideologies. The stress 
on curriculum pluralism meant that any teacher seeking authoritative 


advice was likely to find it contradicted elsewhere. P 
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public eye. An innovating comprehensive school might begin mixed 
ability, subject integration, martial arts, a steel band and a parent- 
teacher association all at once. Next year the introduction of a competi- 
tion hovercraft or parachute jumping by sixth formers for charity and 
the abandonment of school uniform might take place. Primary head 
teachers, likewise, aiming to attract parents or staff by innovatory zeal, 
introduced the integrated day, vertical grouping, or the miniature 
Babel of team teaching ina converted hall called a resource centre. The 
best innovating schools were undoubtedly superb. But it was little 
wonder that many suffered from what John Nisbet called ‘innovation 
fatigue’ .* The nerves of children and staff were frayed by the stress and 
tempo of novelty. Morale might be high, but battle fatigue was a 
constant danger. In secondary schools, teachers working on indi- 
vidualized learning could burn themselves out with exhaustion, work- 
ing until midnight to feed the endless conveyor belt with work cards. 
The head teacher/publicist and his energetic staff, running to stand 
still, sometimes won high praise. Indeed, in some of the best known of 
these schools it was the international visitors and fame that afforded 
protection against local sentiment. Many teachers went on to head- 
ships or other senior appointments, but a good progressive school 
either retained many excellent teachers or attracted individuals of 
similarly high calibre. 

In many schools the staffing stability needed for team teaching or 
personal continuity in informal pastoral care was lacking because of 
high teacher loss. The additional stress on staff sometimes meant that 
social control crumbled, curriculum innovation collapsed or came to a 
halt; everything that had been gained could be suddenly lost. Some- 
times innovation moved too fast for the children: in one Melbourne 
school I visited, the children smuggled in traditional textbooks bor- 
rowed from friends because they could not cope with the rapid intro- 
duction of new teaching styles and curriculum. 

The much documented history of Countesthorpe, a secondary 
school for pupils of 14+ in the outskirts of Leicester, highlighted these 
tensions. An early assessment by Bernbaum suggested that galloping 
innovation had its incidental costs. In 1974 a further HMI inspection in 
response to local petitioning produced the verdict that Countesthorpe 
was like the curate's egg — good in parts. The HMI report, never 
published, suggested that too much simultaneous innovation had put 
the aims of the school in jeopardy. The inspectors did not criticize the 
radical organization of the school, whereby the principal was bound by 
decisions taken by a moot of non-teaching staff and older students. 
Indeed, they found considerable promise in Countesthorpe, and 
remarked on the warmth and trust in the relationships between staff 
and students. But they also agreed with local petitioners who had 
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[122] complained of indiscipline, low academic standards and political bias 


in the teaching. The HMIs condemned the minor vandalism and the 
lack of social self-control among pupils, although they pointed out 
there was little vicious behaviour. They remarked on the substantial 
loss of library books. 

Countesthorpe was a distinctive and valuable experiment, a school 
serving a socially and economically balanced community. The school 
was uniquely publicized and selective in its staffing. Many much less 
favoured urban secondary schools attempted similar goals and struck 
complete disaster. Younger teachers, close in sympathy to their older 
pupils, were sometimes both unwilling and unable to impose social 
control in schools which were disintegrating. Only too often the view 
that a breakthrough in curriculum would solve all problems was 
eagerly seized upon. There were effective teaching approaches — the 
phrase ‘never smile till Christmas’ summarized one of these. Once firm 
social control and Tapport had been established, more classroom 


materials and smiles could be given out; the over-stimulation of dis- 
turbed children was a 
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was already under attack, the adoption of this curriculum reform was 
often ill-judged. Young teachers who bought the expensive HCP packs 
were engaging in hopeless cargo-cult. Stenhouse himself admitted 
that this work imposed great difficulties and personal strain on the 
teachers, and that there had been many failures.” 

Primary teachers made similar mistakes.* Neville Bennett's research 
suggested that young urban teachers in primary schools serving coun- 
cil estates rationalized their classroom chaos as ‘informal teaching’. 
Nevertheless, infant and junior teachers, often more intuitive, non- 
intellectual, and unscathed by professional reading, made fewer disas- 
trous mistakes than their secondary colleagues. 

A second, highly-publicized and equally mistaken response was 
found in those urban schools which renewed emphasis on traditional 
curriculum, ritual and social control. These schools deliberately 
adopted the separate culture, strong moral leadership, honours 


boards, prefects and monitors, streaming and all the accoutrements of * 


the traditional grammar school. Innovations like subject integration or 
mixed ability were eschewed in such schools. As Colin Lacey and 
others had shown, such a regime could permanently alienate many 
pupils.? Yet many parents of working class and immigrant children 
sought out such schools in London and other cities because of their 
structured social control and curriculum. Schools led by strong per- 
sonalities, like the charismatic Rhodes Boyson at Highbury Grove, 
were run with verve, rhetoric and success.'" When other schools were 
in disorder these strict, conventional secondary schools were able to 
improve on their intakes because so many children applied for enrol- 
ment. The trend was international. In the US, 'traditional' alternative 
schools, or an approach which revived regimented learning with black 
children, were similarly popular. In Chicago, formal Catholic secon- 
dary schools were much sought after by aspiring black inner city 
parents. Church schools in British cities continued to pursue such 
policies. No one openly stated the obvious conclusion. A decade 
before, such city schools had been considered reactionary and were 
unwelcome; now, in circumstances of playground violence and cur- 
riculum ferment, they could make a welcome contribution. A well-run 
authoritarian school could also achieve the social control which was an 
essential preliminary to curriculum innovation." 

The real challenge that illiberal head teachers and their staffs did not 
often positively meet was the need, having obtained social control, 
inculcated basic work habits and guaranteed physical safety for chil- 
dren in the playground, for moving towards a more liberal curriculum 
and organization. Too many schools, having initially pursued a 
strategy of repression, found it difficult to reap their reward and move 
on to curriculum reform and improved school democracy. There were 
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no case studies or research reports to help them. During the whole of 
its early years the Schools Council did not promote a single investiga- 
tion into the relationship between social control and curriculum in 
schools. 

Meanwhile, running parallel to the trends so far described were the 
radical activism of the ‘school-kids liberation’ movement and the ex- 
periments with ‘free schools’. 

The Schools Action Union, active in 1969, committed itself to the 
reform of schools and society through revolution.’ The SAU pro- 
gramme called for completely unstreamed comprehensive schools 
organized to satisfy the needs of people and not just to feed big 
business with young employees. ‘The only authority that pupils 
should respect is not that of the capitalists, but that of the state of the 
working class’. The SAU was not popular with teachers: in Birming- 
ham student members found themselves suspended. 

The National Union of School Students was launched in 1972 by 
schoolchildren from all over the country, who travelled to London to 
Support a 25 point policy statement of reforms and changes. They 
called for greater democracy, the abolition of the head, control of 
schools by committees of teachers, students, parents and non- 
teaching staff. The prefect system and school uniforms should be 
scrapped, together with censorship of school magazines, clubs and 
societies. The NUSS soon claimed to have 4,000 members. 

Even the socialist Workers Revolutionary Party became active in the 
field of ‘kids lib’ by 1976. Known for its extreme left-wing politics and 
through its actor-family members, the Redgraves, the WRP did not 


impress fifty or so young people who attended one of its little- 
publicized weekend courses, Everyone was thorou 


entertainment; guards were posted in the country 
any larking about at bedtime. 


a hazy notion of the need to ‘smash capitalism'. 


reflected a growing demand for 
chools, with more say for teachers 
e had mixed success in its experi- 
n among pupils. Early in 1972 con- 


chool meetings which were domi- 
nated by a small, unrepresentative group of students and vocal 


teachers and older Pupils in urban schools.!5 The Li 
(originally a Danish publication), which urged th 


schoolas aninstitution, gained particular notoriety. In 1971 there wasa [125] 
failed attempt to ban it for ‘incitement to commit offences in breach of 
the sexual offences acts'.!5 It suggested that boredom in class might be 
alleviated by reading pornographic magazines; light-heartedly 
advised the installation of contraceptive machines in school play- 
grounds; listed methods of contraception and organizations providing 
sexual advice; and described drugs as ‘poisons which could have a 
pleasant effect’. More seriously, it opposed corporal punishment and 
explained how to make formal complaints against teachers or educa- 
tion authorities, or set up a school council. The urban free school and 
deschooling won enthusiastic followings. Ten commandments sug- 
gested in an educational weekly for setting up a free school or 
deschooling the system satirized the intellectual naivety of its ad- 
vocates.'7 


(1) Iam the informal non-system of education. Thou shalt have no 
schools at all. 
Thou shalt have any form of education that thou likest: or any 
likeness of education that can be plucked out of the Third World 
or out of the underground: thou shalt follow any idea that 
comes up: for the deschoolers have no set pattern of organisa- 
tion except in being determined not to visit the education of the 
parents on the children in any generation: and despising all 
those who put their trust in schools and examinations. 

Thou shalt take any organised system in vain, for the 

deschooler will not hold him guiltless that does not take all 

systems in vain. 

(4) Remember not to keep any holidays. Every day of the year shalt 
thou learn something from somebody and pass on something 
to somebody, either thy sons and thy daughters, or their 
friends or their teachers who have only been formally educated, 
or the carpenter down the road. 

(5) Do not honour anybody, that thy days may be long in the 
informal learning situation which the deschooler has given 
thee. 

(6) Thou shalt kill off all forms of organized learning. 

(7) Thou shalt not come to adulthood. 

(8) Thou shalt steal ideas from anywhere. 

(9) Thou shalt bear false witness against all recognised 
philosophies of education. 

(10) Thou shalt despise the middle class man's house, his acquisi- 
tions, his children's exam successes, their higher education, 
their job opportunities, the elaborated code and everything that 
is theirs. 
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i ce of Ivan Illich, one of the principal deschoolers, was 
ges Sei Illich, a non-practising Catholic priest who had worked 
with rural and urban poverty in Latin America, had a large following in 
North America, Europe and Australia. He taught that school instruc- 
tion produced attitudes towards learning which discredited the self- 
taught man and rendered suspect all non-professional activity. School 
learning was seen as the result of regular attendance, the assumption 
being that the value of what was learnt would increase with the | 
amount of input. | 
For Illich education had been subverted from an activity into a 
commodity, for which schools monopolized the market. Education 
therefore defined class structure in a society where the largest con- 
sumers of knowledge claimed to be of superior value. The more educa- 
tion an individual consumed the more knowledge stock he acquired 
and the higher he rose in the hierarchy of knowledge capitalists. 
Schools had created and endorsed this social myth through their role 
in structuring ritual and grading educational promotion. School time- 
tables even ritualized children’s conception of time, with ‘filling in 


r pupils at the start of each school 


Inevitably, these charismatic free schools nearly always sought to 
become institutionalized after some years, if only to ensure their con- 
tinued existence through guaranteed funding. To function legally as 
an independent school, any free school had to be registered by the 
DES, and this could not happen until the school had been inspected 
and approved by HM Inspectorate. That meant preparing an educa- 
tional programme, obtaining suitable furniture, having adequate 
handwashing and lavatory arrangements and acceptable school meals 
and curriculum. Following the 1944 Education Act children could 
legally be educated "by regular attendance at school or otherwise’. 
Temporarily, the free school could be covered by the ‘otherwise’ cate- 
gory, often used by local authorities themselves to allow home tuition 
for children in special need. But all children over 8 years old had to 
have full-time education, that is at least four hours daily secular 
instruction. 

The Liverpool free school was fairly typical." It had no set pro- 
gramme or regular lessons, and its two teachers and children worked 
as a voluntary democracy. The school was allowed to continue. But 
eventually it ran into financial difficulties. In 1974 it folded and more 
than sixty children were left without schools. Because they had gone to 
a free school, defying the Roman Catholic Diocesan authorities whose 
schools they had formerly attended, they found themselves unable to 
get back into secondary education. The boys had been warned that if 
they attended the free school the diocesan authorities would not have 
them back until they had been ‘rehabilitated’ by special teachers 
whom, it was insisted, the local authority should provide. 

Many difficulties were encountered at the White Lion free school in 
Islington which, despite becoming fully registered with the DES two 
years after its opening in 1971, faced imminent closure in 1977 through 
lack of funds and was barely reprieved. All the children except those in 
the nursery were expected to do some basic work each morning; 'they 
are chased and nagged by their allocated adult if they do not!’ The work 
fell into four topics: projects, which among the girls were depressingly 
often about pop stars and animals; the basic skills; visits from craft and 
other helpers such as a photographer or potter; and educational visits. 
The children went out driving, riding, swimming and dancing, as well 
as staying in cottages and houses lent to them in the country. 

The official attitude towards free schools was mixed; often pejora- 
tive, sometimes patronizing, occasionally encouraging. Local council- 
lors did not know what stance to adopt.” To welcome free schools 
might be to admit that state schools had failed. Helping free schools 
could mean that priority funds for a state school might be threatened. 
Critics like Midwinter argued fiercely against the contradictory logic of 
free schools, avowedly private ventures, asking for public support. 
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the accumulated deprivation of their pupils. 
Free schools did, however, demonstrate the attraction for children of 
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11 Teaching English: a curriculum 


case study 


Nowhere was the general complexity and confusion over curriculum 
more clearly seen than in the disagreement over the teaching of read- 
ing and language development among urban children. Throughout 
the 1960s and 1970s, in Britain, the US and Australia, there was 
continuous controversy about reported static or declining reading 
achievement. Surveys by Morris in 1964 or ILEA in 1968 showed that 
one in six of 8-year-olds fell into the category of non-readers, and just 
as with patterns of examination success, proportionately too many of 
these children attended urban schools.' Many children needed infant 
methods of teaching reading at the junior stage or even beyond, yet 
few junior teachers and virtually no secondary teachers were adequ- 
ately trained to teach children to read. Experts differed over the trend 
in reading standards when comparing tests from different decades. 
Many disagreed with the NFER investigators, Start and Wells, who in 
1972 concluded that reading standards had declined.’ But everyone 
agreed that reading standards were static at a time when advanced 
technological societies, according to UNESCO, needed ever higher 
levels of functional literacy. 

Folk-lore had it that the teaching profession was split over teaching 
methods and that teachers chose a phonics, Look and Say, ITA or some 
specific scheme which excluded all others. The truth was more compli- 
cated. Successive investigations over a twenty-year period showed 
that published reading schemes were invariably the basis of the initial 
teaching of reading.? But even amateur statisticians admitted that 


research showed that most schools used more than one scheme. And 
those who were familiar with the schemes knew that meant most 
teachers were using more than one method. 


‘My Grandad's so old he can remember when every child could 
read and write by the time they left the infants.’ 


Goodacre's survey of reading schemes in schools in 1968, for 
instance, showed that 81 per cent of primary schools used Janet and 
John, while another five main schemes were used by 30 to 40 per cent 
of schools. Janet and John enjoyed phenomenal success in the late 1950s, 
following American publication of the scheme. The carefully graded 
vocabulary and constant repetitions appealed to teachers, although 
many older classroom professionals cung to the Beacon scheme, 
introduced originally in 1922, for its systematic phonics work and the 
quality of its stories. The Bullock Report showed that by 1973 teachers 
had increasingly turned to the Ladybird Scheme, which had the virtue 
of being available for parents to purchase themselves. By 1978 the 
‘Breakthrough’ approach had gained classroom popularity in 46 per 
cent of schools. This was a rare success for the Schools Council. 
Significantly, far from being an avant-garde innovatory scheme, 
‘Breakthrough’ produced in packaged form the practice of many ordi- 
nary classroom teachers over the years. Teachers had often encour- 
aged children to learn to read and write simultaneously by making up 
their own sentences. Now the approach was commercially marketed, 


with an accompanying psycholinguistic handbook, a shrewd ploy [131] 
which gave ‘Breakthrough’ appeal for the innovatory and the tradi- 
tional teacher. 

The national preoccupation with reading standards grew yearly. 
The difficulty, as Neville Bennett’s research was to show, was in 
identifying how much time teachers spent on the teaching of reading 
in the informal classroom. Less time was given to the formal teaching 
of reading as craft, music and other creative subjects were increas- 
ingly introduced into the primary school day. Reading and writing 
activities were woven into the pattern of the integrated day and were 
not easily measured. 

Urban conditions of staffing confusion and classroom stress made it 
impossible to assess the best reading approach except according to the 
circumstances of each school. This was best illustrated in the bewilder- 
ing story of the Initial Teaching Alphabet. ITA, devised by James Pitman 
in 1961 and propagated through bequest money, aroused opponents 
and allies in the educational world to almost unrivalled emotional fer- 
vour. Pitman produced an alphabet of 44 written characters each of 
which represented only one spoken sound. ITA changed the appear- 
ance of some 50 per cent of words in simplifying spelling. Startling 
claims were made for the new alphabet after experiments started by 
John Downing and others in 1961. An evaluation by the Schools Council 
in 1965 led Warburton and Southgate to assert: ‘ITA is a superior 
medium to traditional orthography in teaching young children toread’.* 
But whatever the merits of ITA, it was never given a proper chance 
and therefore could not genuinely be found wanting. Professional 
enthusiasm cooled rapidly even in the experimental schools. It was not 
just that parents complained they could no longer read with their 
children because of the dearth of published ITA material available from 
bookshops, or even that the transfer from ITA to traditional spelling 
was sometimes difficult, as teachers pointed out. The main reason for 
ITA’s failure in urban primary schools was that head teachers found 
their high staff turnover meant constant retraining. There were never 
enough teachers experienced in ITA’s use. Despite its varying success 
in Papua, New Guinea, and parts of the US, ITA never really caught on 
in Britain. 

Middle class parents approached their children’s reading problems 
with demands for structured teaching. The dyslexia myth, (from the 
Greek dus or ‘bad’: and lexia, i.e. ‘word’) simply meant word difficulty 
or blindness. Curiously enough it did not occur below a certain level of 
intelligence, although exactly what the condition was fourteen experts 
labouring for five years did not succeed in explaining. But the blanket 
term was just the right blend of scientific jargon and vague conceptual- 
ization. Assiduous pressure compelled the DES to advise special pro- 


[132] vision for the dyslexic child, who was defined as a pupil whose disor 
der was ‘manifested by difficulty in learning to read, despite enyen- 
tional instruction, adequate intelligence and socio-cultural opportun 
ity'.? The Bullock report, however, concluded in 1973 that the esti- 
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‘Well, Wayne, it’s to stamp out the advantage of those who can read 


before they come to school.’ 


mated 90,000 ‘dyslexic’ schoolchildren in Britain were not helped by 
the label: ‘We believe that this term serves little purpose other than to 
draw attention to the fact that the problem of these children can be 
chronic and severe’. 

Innovations and changes in children’s reading habits were highly 
publicized but less dramatic than sometimes claimed. The many 
brightly-illustrated children’s books which appeared were often more 


popular with librarians than with children themselves. Children’s [133] 
bookshops were sometimes successfully sponsored within schools: 
and the cheap paperbacks available in the primary classroom stimu- 
lated book-buying among the most disadvantaged children. Small 
publishing enterprises in London’s East End and elsewhere issued 
‘working class’ biographies and other writing by local people which 
were popular with school children. But efforts made by Leila Berg, 
author of the Nippers books, and others in attempting to replace the 
trivial appeal of Enid Blyton or the chauvinism of Biggles by writing 
authentic working class stories were not contagiously successful. 
Working class children did identify themselves and their parents with 
the people in these books who quarrelled on holiday and ate fish and 
chips. But research suggested that 9- to 10-year-old working class 
and middle class children still preferred Biggles, Blyton, or in school, 
the insipid Ladybird books with their chocolate-box artwork, tame 
children, expensive consumer objects and middle class life-style. 
National surveys of children’s reading habits showed that, stimulated 
by television serialization, old favourites like Black Beauty or The Silver 
Sword continued their popularity, while in 1974 Ian Fleming and Enid 
Blyton were the most popular authors among the older adolescents.” 
The Thompson company’s Beano and Dandy, with their horrendous 
stereotyping, were still the most popular comics for boys up to the age 
of 14 years. And despite the emphasis by primary and secondary 
teachers on reading poetry, and encouraging children to write it, the 
percentage of children reporting that they read poetry at home had 
halved since a survey in 1940. On the other hand, the massive growth 
of information books, particularly classroom ‘resource’ texts like the 
Macdonald Starters, had enormous impact. 

Teachers were not seriously distracted by much of the new material 
for teaching reading and writing. Ronald Ridout or R. J. Unstead, long 
tegarded as sacred monsters by progressive teachers in primary or 
secondary schools, continued prolific writing lives which reputedly 
made them millionaires. From 1952 onwards some 54 million copies of 
Ridout's books for average and remedial children were sold, with over 
300 titles in print in 1976. Ridout's royalties exceeded all the Schools 
Council projects put together.* 

Psycholinguistics and children's language development, rather than 
the broad sweep of urban policy, became fashionable among teachers 
Concerned about literacy. The intellectual history of that trend throws 
Important light on the whole curriculum movement. 

Without doubt the most significant figure influencing teachers and 
teachers in training towards a new emphasis on the relationship be- 
tween language acquisition and classroom attainment was Basil Bern- 
Stein.? Not since Bergson lectured on laughter in the Sorbonne in the 


[134] 1920s had such admiring, spell-bound audiences gathered eee a 
university guru. But it was Bernstein's misfortune to be glorious y; 
linguistically misunderstood, the victim of mangled exegesis. A = 
tive, philosophical mind in the European tradition, much influence 
by the sociologist Durkheim, Bernstein brought some of his difficulties 
upon himself through the frugality and the abstruseness of his publica- 
tions. Yet for the cognoscenti he was a sharply lucid, amusing writer 
and thinker. . 

Bernstein was popularly interpreted as enunciating a dichotomy 
between the restricted speech code of working class children and the 
elaborated code of middle class children which was also the language 
of higher education. His researches suggested that children from the 
lower working class used language which was deeply embedded, or 
context-bound, in the situations where it arose. Those children and 
their families used language asif everyone shared their knowledge and 
preconceptions. They conveyed meaning not explicitly but implicitly, 
so that outsiders who had not shared the experience found the work- 
ing class talk ‘restricted’ and difficult to follow. The working class child 
might therefore be at a disadvantage in school tasks where the elab- 
orated speech code dominated classroom communication. Working 
class children might be handicapped by their restricted code, for unlike 
the middle class children who could operate in restricted codes, for 
instance, using slang for special situations, the working class child was 
notable to switch codes. Bernstein and his associates bore out the child 
development research of the Newsons in confirming that middle class 
children took up a wider range of linguistic options.!° Middle class 
mothers communicated more fully with their children, particularly in 
giving explanations. Bernstein also suggested that working class chil- 
dren could be puzzled and slowed down by the teaching style and 
implicit assumptions of the informal classroom. As time went on, 
Bernstein interested himself less in psycholinguistics than in the socio- 
logy of the school curriculum. 

As he himself complained, Basil Bernstein became a dangerously 
misunderstood cult figure. He was misinterpreted as asserting that 
working class children needed to be helped to escape from the nar- 


rowness of their restricted code. Some argued that he presented a 
'defici view of the workin 


: g class child and his culture, thereby 
advocating compensatory education and undervaluing working class 
culture. In fact, as we have seen, he argued in at least one major article 
that ‘education could not co 


mpensate for society’. Nevertheless, inter- 
preters like Denis Lawton, who worked with Bernstein for a time, 
suggested that working class children might need a differential lan- 
guage programme and curriculum in order to benefit from school." 


Every student in a college of education by 1970 and thousands of 


newly trained teachers knew all about Bernstein’s theories. Then came [135] 
the debunking. Bernstein was attacked by the ‘new English’ teachers 
in the University of London where he worked, and principally by his 
colleague Harold Rosen, who savagely criticized a lack of precision in 
Bernstein's theories of ‘language and class'.'? "Whereas in the 1950s 
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children had their IQs branded on their foreheads, in the 1960s more of 
them had the brand changed to "restricted or elaborated”, as the result 
of Bernstein’s influence’, asserted Rosen. Had not Labov in the US 
shown that lower class Philadelphian blacks could talk with more 
vigour and clarity than their middle class counterparts, provided they 
were sufficiently relaxed and confident with their interviewer?! Rosen 
argued for a similar recognition of the vitality, precision, and logic of 
British working class speech and personal writing. His argument, 
although given a new twist, was far from original. Richard Hoggart in 
his book on the Uses of Literacy, ? and a whole school of romantic 
anthropologists, Marxists and literary sociologists — Raymond 
Williams, Brian Jackson, Peter Willmott, Michael Townsend, Eric 
Midwinter — had argued from the 1950s that the urban working class 
culture of pigeons, brass bands and racy narrative should be treasured 
more highly. 

But Rosen spoke out of a new tradition of secondary English teach- 
ing which had dramatically reformed the curriculum and political 
strategy of English teachers after the early 1960s.!? Largely graduate, 
invariably secondary teachers, members of the ‘new English’ move- 
ment through their organization the National Association of the 
Teachers of English (NATE), shared the black romanticism of the 
anthropologists in admiring working-class culture, especially the 
seedier side of life. Sometimes, perhaps, it was the contrast between 
their own background and the working class milieu which appealed. 
Often it was because teachers lived similar lives. Housing stress and 
low salaries had pushed inner city teachers into a life-style identical in 
many respects with their pupils and the parents. Often they lived in 
the same neighbourhoods, used the same shops, pubs, launderettes 
and street markets. 

These young teachers created an English teaching revolution in the 
classroom. They set great store by personal, creative writing arising 
from children's own experience. Fluent discussion and writing, and 
relatively little attention to accurate spelling, formal grammar, or 
Systematic teaching of reading skills was their classroom emphasis. 


Young English teachers in the 1960s revived the romantic nineteenth- 
century notion of 'enthusiasm' 


as often untimely, subversive 
nsive classroom. 


try and employers. They did not hesitate to encourage this ideology 
in the children’s writing, or classroom discussion. Christopher Searle 
was an extreme example of this trend."* 

The 'sociological English', as it was called, was disseminated in 
important new English teaching textbooks like Reflections. This was an 
English course from a South London comprehensive school published 
in 1965, offering controversial extracts for pupil discussion on urgent 
social themes such as housing, war, old people, relations between the 
sexes — topics which had not traditionally been considered proper 
matter for English classes. It was the precursor of many similar 
anthologies. 

The new wave of English teachers was committed to the com- 
prehensive school, to unstreaming, subject integration and team 
teaching. They were enthusiastic curriculum imperialists. They 
wished to see policies for "language across the curriculum" which 
involved their collaboration with other subject departments. Through 
their influence creative writers were invited to be resident in secondary 
schools; school bookshops were opened; children began to produce 
poetry of very high quality; excellent CSE Mode 3 and other examina- 
tion syllabuses were devised. Their achievement was considerable. In 
less than a decade a coterie of a hundred or so influential figures in the 
London Association of the Teachers of English, and later its national 
body, NATE, working with the BBC and a few publishers, and infiltrat- 
ing the Schools Council, achieved international impact. 

By the mid-1970s the charismatic fervour curdled and institutional- 
ized; bureaucratic consolidation, political wrangling and collective 
self-doubt overtook the movement. Through their control of the 
Schools Council English panel the elder statesmen of NATE had 
launched curriculum development projects which looked at the writ- 
ing of 11- to 18-year-olds between 1966 and 1971. A new taxonomy 
and theory of children’s writing emerged. Using a technique of 
analysis more reminiscent of Aristotle’s Rhetoric than of any cur- 
riculum thinking in the twentieth century, they defined with scholastic 
zeal types of ‘audience’ and categories of children’s writing. They 
expounded an aridly analytical system, their writings turgidly con- 
tradicting their own advice that child or adult writing should exhibit 
freshness and originality. 

_ Many of the original revolutionaries were by now establishment 
figures playing for higher political stakes. Those few who stayed in 
teaching jobs, like Michael Marland, had throughout pursued a more 
moderate stance — and sometimes been lampooned for it. Their influ- 
ence, together with the best of the new English tradition, was evident 
in the recommendations of the important Bullock Report. The Bullock 
Committee, set up in response to public concern over reading stan- 
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[138] dards, recommended a greater emphasis on the teaching of reading 
and the need for a designated member of staff responsible for the 
reading and language curriculum in each school. : 

But the Bullock Report also argued for stronger central intervention 
in the curriculum policies of schools and local authorities. It might not 
have been surprising to find leaders of the 'new English' dissociating 
themselves from anything which might interfere with the individual 
freedom of the English teacher in his classroom. Yet, on the contrary, 
when the Assessment of Performance Unit was set up in 1976 by the 
DES to devise reading and language tests in order to tighten up on the 
British classroom, leading figures of the ‘new English’ movement 
hurried to support that body. Casuistically, they argued that they 
should take control in case the APU took off in the wrong direction. 
Not unexpectedly, these gamekeepers of the English teaching estab- 
lishment came under attack by the next generation of English teachers. 
Younger English teachers suspected that their senior colleagues were 
mistaken in collaborating with a government, DES and HM Inspecto- 
rate clearly intent on imposing rigid schools inspection, testing and 
possibly a common core curriculum on urban schools. The ‘new 
English’ establishment had attempted to swallow up other subjects 
through policies of integrated studies, team teaching and ‘language 
across the curriculum’. There had been in many schools what looked 
suspiciously like a take-over of history, geography, and the weakest 
subject of all, religious education. Now a central language policy for 
schools or whole LEAs might usher in a centralized curriculum. The 
‘new English’ teaching revolution, objected the younger teachers, had 
not been fought for that.?! 

Left-wing teachers among the rank and file of NATE began to 
question the romantic emphasis on personal writing and sociological 
talk in the classroom. The extreme left, politically militant and articu- 
late, did not getany nearer to identifying the background urban crisis, 
but the English teachers who were members of Rank and File, or 
readers of Teaching London Kids, began to attack their complaisant 
seniors.” Promoting classroom discussion of controversial topics, 
argued the politically active younger teachers, had turned the older 
generation into tools of the establishment. By channelling political 
feelings into stories or classroom talk they had distracted children from 
political action. Children should spill out of the classroom and begin to 
attack politically a system which provided poor housing, encouraged 
war, racist attitudes and unemployment. NATE had lost its conscience 
and sense of purpose. 

Younger English teachers saw that the issues 
than some people made out. I 
‘goodies’, led by Rosen, 


were more complex 
c t was not simply a battle between 
Britton or Labov, and the ‘baddies’, the Black 


Paper critics who upheld traditional parsing, grammar and spelling. [139] 
The criticism of the sociologists of knowledge or structuralist critics like 
Lawton had to be answered: they argued that without carefully plan- 
ned teaching, especially of reading, many less able working class 
children could become yet more disadvantaged. The English teachers, 
in their enthusiasm, while achieving much, had in many urban schools 
destructured departments, integrated curriculum and innovated 
trends which they did not stay to follow through. Sometimes those 
teachers who did stay were driven to exhaustion, when the standards 
they had set themselves were so high, and everything they had fought 
to establish collapsed about their ears. 

Secondary English teachers were also finally compelled to take a 
more serious approach to the teaching of reading and the problems of 
the multiracial classroom. Even as late as 1977, it was still very rare to 
find an English Head of Department who believed that he should teach 
or know how to teach reading. NATE had serious discussions about 
whether this was a matter which concerned them. Some enthusiasts 
still argued publicly in the educational press that spelling did not 
Particularly matter. But pushed along by the Bullock Report, the Open 
University, the United Kingdom Reading Association and all those 
who were anxious about the multi-ethnic classroom, the ‘new English’ 
movement adopted a more sensible line. They became interested in 
neo-structural views of the reading process, as advanced by Frank 
Smith or Kenneth Goodman,?* systematic new attempts to explain the 
reading process in more complexity. 

Under the umbrella of working class cultural pluralism, Rosen and 
others had dodged the difficult problem of the linguistically disadvan- 
taged child from a multi-ethnic background, evading the question that 
teachers were increasingly asking: what could be done to improve the 
lagging attainment of immigrant children or the British born children 
of immigrants?” Multi-ethnic experts now began to show that all 
children needed structured language, reading and comprehension 
activity - and not just children in the multi-ethnic classroom. Nowhere 
was the curious interplay between politics, curriculum neo-structural- 
ism, cargo-cult and the growing national obsession with literacy better 
illustrated than in the case of English as a second language project 
materials. An early attempt by the Schools Council, the ‘Scope’ pro- 
Ject, produced materials for Pakistani and West Indian immigrant 
children. However, having initiated this useful curriculum devel- 
opment with a small team, the Schools Council was unable, under 
its terms of reference, to disseminate it through inservice education. 
Scope’ was stock-piled in educational premises and relatively little 
Sold or used. The under-achievement of West Indian and other 
Immigrant children in British. schools continued to arouse bitter- 
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J] ness and disillusion among teachers and the immigrant communi- 


um putting forward a project proposal to solve this politically 
sensitive problem continued to obtain generous funding. A later 
Schools Council project, ‘Concept 7-9’, investigated whether West 
Indian primary children suffered from ‘dialect interference’ in their 
language and reading efforts.” Its conclusions were perhaps predict- 
able: West Indian children in Britain were bi-dialectical, speaking one 
dialect with their family and other West Indians, another with their 
white friends and perhaps a third with their teachers. In the jargon of 
Bernstein, they had developed the ability for code switching; by the 
age of 7 or 8 years most West Indian children achieved considerable 
mastery of the English spoken in Britain, as well as talking the West 
Indian dialect of their home. In their formal speech or writing in school 
tasks, West Indian children used conventional grammar rather than 
Creole, indicating a reasonable control over standard English. That 
demolished any argument that Creole grammar interfered seriously 
with reading comprehension. The team found that the children often 
had poor attainment because their early reading experience had 
emphasized accuracy at the expense of comprehension skills. Their 
difficulties in this respect were similar to those experienced by children 
from Birmingham, Liverpool or London who spoke non-standard 
English but who were not of immigrant origin. Teachers corrected 
children not only when they got the meaning wrong, but when they 
got the meaning right and the teacher regarded their grammar or 
pronunciation as wrong.” Consequently, when the ‘Concept 7-9’ team 
produced four boxes of highly structured teaching material and tech- 
niques they were as suitable for the backward Cockney as they were for 
the Bradford Pakistani or the North Kensington West Indian child. In 
Concept 7-9’ formal syntax and oracy were taught by repetition 
through structured games and similar approaches. There was an obvi- 
ous lesson here. Large numbers of urban children would benefit froma 
structured approach to the teaching of one language, comprehension 
and probably reading skills. A recommendation unacceptable when it 
p rom the Black Paper adherent, urging more structured teaching 
n language, comprehension and early reading skills, was uncon- 


trovertible coming from the leftish-inclined second language special- 
Ists. 


k Curriculum distortion occurred, then, not just because of the staf- 
fing crisis, managerial dilemmas, EPA projects or unrealistic timetabl- 
ing, but because teachers and others left out of account the varying 
impact on the urban school of curriculum reform. In many schools 
energetic innovation was valuable and timely, but the progressives, 
whether ‘informal’ primary classroom teachers or the new wave of 


secondary English teachers were often, in a phrase of Sartre’s, ‘right, 
but wrong for being right.’ In ignoring the need for differential cur- 
riculum and teaching style their enthusiasm often destructured and 
sometimes destroyed schools. Their lack of judgement and narrow 
vision hastened the arrival of a counter-reformation; and they unwit- 
tingly fed ammunition to those who wished to wind the clock back by 
years. 
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12 Electric, plastic classrooms 


The urban school curriculum was ceaselessly distorted. There were 
innumerable causes. If it was not that the teachers were pursuing some 
grand design of total curriculum renewal, it might be the cancellation 
of sports day because mob violence was threatened from truant mem- 
bers of another school. Curriculum planning was often hit and miss. 
The examination system was still a demanding task-master. Wide- 
spread discrimination against girls was reported in 1976.! There was 
oftena shortage of subject teachers. A whole comprehensive school of 
2,000 pupils might be timetabled next year for one weekly lesson of 
music for each pupil, although the senior staff knew perfectly well that 
in September there would only be one music teacher in the entire 
school. One large urban authority introduced a special mathematics 
curriculum that non-specialist teachers could teach, based on 
mathematics work cards in the style of 'do-it-yourself' cookery cards. 
The aim was to provide children with at least some mathematics at a 
time of teacher shortage; the result was, as so often, second-rate 
curriculum and teaching for the already disadvantaged child.? 

The hidden curriculum was equally intractable. The invisible mes- 
sage from staffrooms was sexist: 60 per cent of primary and secondary 
teachers were women, 62 per cent of head teachers men. Attempts 
were made to correct racial bias through teacher recruitment and by 
using reading materials which recognized the presence of immigrant 
children. But the schools had to compete with television and the half 
million comics bought weekly in Britain. Jack and Jill, Lion, Buster, 


Princess, Tina and June all encouraged sexist or racial stereotypes.? 
Children observed from them that non-whites were evil, treacherous, 
violent or stupid. Africans were stereotyped as 'natives', American 
Indians were ‘injuns’ whose chief activity was the war dance. Teachers 


Mr Henshaw is in charge of curriculum planning.’ 


could be equally at fault in trying to redress bias. Some teachers used 
the traditional West Indian Anancy folk stories in the multi-ethnic 
classroom: just as often that brought censure from West Indian parents 
who complained they sent their children to school to learn formal 
English and not West Indian dialect. Black Studies courses were tem- 
Porarily fashionable in urban secondary schools in appealing to the 
alienated black Birmingham or London adolescent. But such an option 
could easily divide the school community with black children opting 
for their curriculum and other children opting out. When they already 
Sat at separate tables in the dining room what good was that? Black 
Studies did successfully teach the history of the Berbers, Christianity In 
North Africa, the growth of the kingdom of Ghana or the spread of 
Islam, Calypso records were played and West Indian meals were 
Cooked, but as a curriculum it never gained substantial impetus. 
But the trend towards importing cargo-cult into the contemporary 
classroom proved the biggest distorting influence of all. This policy of 
Cargo-cult was not questioned until the pressure of the debate was 
deflated by the sober critics of the middle ground, economic strin- 
Bency, the parental lobby, increased inspection, and the return of 
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[144] staffing stability. But meanwhile many schools, particularly in the 
deprived cities, used their new-found prosperity to purchase the 
materials and equipment of the new technology rather than pursue 
genuine innovation. With the desperation born of a sense of imminent 
catastrophe, schools bought everything they were offered. If you had 
no children’s work to display on open evenings, at least you could put 
outall the lavish goodies you had bought with your EPA allowances. A 
spate of curriculum projects — schemes, equipment, books and 
multi-media kits — poured forth from the Schools Council, on the 
hypothesis that if you unleash enough projectiles some of them will hit 
the target. The English school system was an ideal test bed for Schools 
Council wares, with its traditional independence, especially the laissez- 
faire right of the head teacher to choose the curriculum. 

Just as school dinners were transformed by textured vegetable pro- 
teins and artificial ingredients, the growth of the plastics industry and 
technology made an enormous difference to primary and secondary 
teachers. Vast quantities of cheap apparatus, like Unifix, Lego or 
constructional kits turned the infant classroom into an astonishing 
Aladdin’s cave. Improved adhesives and magic markers, or clay that 
did not require firing, transformed art and craft. The plastics revolu- 
tion and the supermarket provided schools with cheap junk materials. 
Lighthouses were made out of detergent bottles, primary maths and 
art flourished with egg boxes, bird-seed, yoghurt cartons and domestic 
detritus. ‘Learning by discovery’ was only possible with consumable 
materials which could be economically used and destroyed by child- 

ren. 

In the secondary schools, particularly the urban comprehensives, 
superb science and craft workshops were created.‘ There the exciting 
curriculum was taught using the new technology: infra-red ray photo- 
graphy, sculpture with resins, pebble polishing, film making, go-kart 
or hovercraft construction — these all demanded first-rate teachers, 
equipment, workshop facilities and contemporary materials. 

In craft, design or Nuffield applied science, a new technology 
rendered traditional skills of less importance. It became possible to 
build a hydrogen filled balloon for the A level physical science course 
or to use a radio-controlled camera for aerial photography. 

These developments raised the hazards of fire or poison. Adhesives 
were now available which gave off an inflammable vapour or formed 
glue which was impossible to remove from the fingers without the use 
of solvent — of great appeal to the unruly or disruptive urban adoles- 
cent. Polystyrene used in model making, could, when cut with a hot 
wire or sculpting tool, irritate the eyes or cause dizziness. The hyd- 


rogen peroxide used to add to plastic resins for craft and artwork could 
explode. 


An expansion in the educational school equipment industry went 
hand in hand during this period with innovatory trends in building, 
architectural design and curriculum. The largest suppliers of educa- 
tional equipment, Arnold’s of Leeds, opened vast new warehouses 
and computerized their ordering system. Lightweight expanded poly- 
styrene, vinyl-covered cubes and other shapes were developed for 
school use. Inflatable play equipment for indoors, miniature tram- 
polines, and other new PE equipment were introduced. Drama boxes 
in the smaller schools were built to double as platforms and apparatus 
m PE. One of the biggest improvements in secondary school gym- 
E was the introduction of a dense foam rubber mat known as a 
h E safety mattress (giving the gymnast added confidence because 

" was unlikely to hurt himself on landing). 
" prs schools cardboard machinery abounded: reading laboratories 
el ie ur agus kits, carefully packaged and designed. Publishers 
saic s bid multi-media packaging: by the mid-1970s even the pro- 
athe ia Reading Scheme included cards for the Language Master 
tape oes ine, charts and other mixed materials. BBC Radiovision, a 
mousl e approach based on radio programme material, was enor- 
madd y successful, as was its home grown equivalent — photo plays 
e by children themselves in school with Instamatic cameras and 
Portable tape recorders. 
i aids cargo-cult was not invariably successful. ‘What- 
tional Rie to teaching machines' was a cry often heard at educa- 
branchi nferences by the 1970s. The learned exponents of linear and 
ies e programme techniques had often been seen with their metal 
main = educational conferences in the 1960s. But by the 19708 the 
army pas aa of the teaching machine was in the Fire Service, the 
ror duelo be ae rather than with schoolchildren. A major project, 
ing Page y its manufacturers as solving the reading crisis, the Talk- 

(e s siy disappeared from sight." 
head proj eless, new audio-visual aids machinery, such as the over- 
n elio co Language Master, Synchrofax, videotape recorder, 
The cass i d or talking typewriter all had an important part to play. 
teachers ette tape recorder became an essential and versatile aid for 
emphasi engaged in speech and oracy activities, following new 
tions of rwn classroom talk as the key to later attainment. Two varia- 
Which u : tape recorder, the Language Master and the Synchrofax, 
Teadin Sed sound-sensitized cardboard records, were widely used by 
help i one p or even in general curriculum, and were a great 
en fideo. children. The recording of school broadcasts, on radio or 
and rede os recorders, became common and influenced curriculum 
Visual ai abling. Pupils became familiar with a range of new audio- 

aids in school, quite apart from possessing their own transistor 
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radios and tape recorders. More exotic was the talking typewriter, a 
large-face electric typewriter used in reading clinics and some schools 
for children who were 'dyslexic' or had severe reading problems. The 
induction loop system (also used by many museums) allowed the 
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‘I like him. By the time he's got everything set up, 


the lesson's over." 


listener with ear-phones to pick up information by walking round the 
room - an innovation particularly helpful for the partially-hearing 
child as well as in the 


: | primary school classroom. Many schools 
improved their ‘reprographic’ facilities by buying an electronic stencil 
cutter which gave unlimited copies of drawings, or an offset litho- 


graphic press to print the school magazine or curriculum worksheets. 
‘Resources’, 


a compendium noun which could include people, 
money, buildin, 
Serving large c 


esource officer. The large school, 
8 unit to produce curriculum materials, 
arassed head of department or an ancillary 
ated audio-visual aids skills. Knowing what 
uld be ordered, and how to manage print, 
photography and reprographics, the media resource officers acted aS 
curriculum gatekeepers. T. 


resource centres; sophisticated attempts in the US and Canada to 
harness educational technology had created, in Ottawa, for example, a 
central resource centre linked by co-axial cable to every educational 
institution. 

But the most important technological contribution to curriculum 
change was made by television and radio. Despite the suspicion with 
which teachers regarded television, it became their chief curriculum 
competitor. 

Local radio made a valuable minor contribution to the school cur- 
ticulum. The first stations were set up during this period in the hope 
that local radio would revive and support the sense of urban commun- 
ity which had so faded under the impact of industrial society and the 
national media. Teachers were seconded to work as producers, and by 
1973 about eighty of them were working in local radio stations on 
educational broadcasts. 

_Educational television services were not a success. The follies of the 
eighteenth century were built by autocrats with private wealth. Those 
of the twentieth century were built by highly paid bureaucrats in 
central or national government. Local authority educational television 
Services were the twentieth-century education officer's equivalent of 
the folly. With the desperate shortage of teachers in Glasgow, London 
and other cities, it was argued that television could project talented 
teachers into the classroom ata time of acute staffing shortage. It wasa 
way of sharing the good teachers round. At 1967 prices, the job could 
be done in London for about £150 each year per school, less than 
one-tenth the cost of a teacher. The economic argument was tempt- 
ing." By 1972 London, Glasgow and Plymouth all produced their own 
education Programmes for schools. In London in 1972, seventy-eight 
Programme series were broadcast (BBC and ITV together produced 
ad the same number of series for the national audience). London 
feach employed one hundred full-time staff and thirty-two seconded 
exist ers. In Hull, which already had its own telephone service, the 
ca ime of a cable system which could carry the television signal 
eh alized On existing provision. But despite the wide range of pro- 
hum ^ including a few excellent series, urban teachers proved 
Wachee There were a number of advantages to local educational 
felt Ision, but there were endless criticisms. Teachers and pupils alike 

aes the high standards of BBC and ITV were not matched by local 
mon cler complained about the poor acting, stagey sets, boring 
vices h rome and the slow pace of programmes. Although ETV ser- 
don ( ad been established by Glasgow (1965), Plymouth (1966) Lon- 
of m 2968) and Hull (1969), there was a question mark over the future 
any services by the mid-1970s.!! By 1976 London had decided 
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tually to close down its educational television service. Against a 
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background of a no-growth educational economy and severe cuts in 
public spending the expensive white elephant had to be jettisoned. 
Closed circuit education television had failed everywhere, from 
Hawaii to London. 

Yet there was no question but that British national television, 
admired the world over, was a real alternative school for the urban 
child, who was able to obtain home tutoring of a very high quality.” 
‘Blue Peter’, ‘Magpie’ or even the current affairs programmes, the 
dramatization of classics, nature and animal programmes, offered an 
interesting, varied and well-presented curriculum. 

Research showed that children concentrated even on 'difficult sub- 
jects' when these were presented by people they trusted. Television 
personalities, from the pre-school Programme presenters of ‘Play- 
school’ or ‘Rainbow’ up to the actor heroes of serialized classics, 
became the new urban teachers. The highly informed truant and 


autodidact became a familiar phenomenon, especially following the 
advent of colour television. 


Children formed the lar 
television audience. In 1973 eight million children between 5 and 15 


ewsround' was watched 

olds, 59 per cent of 8- to 11-year-olds and 

- Eight million people watched ‘Blue Peter’, 

perhaps the most highly educational 

and 61 per cent of 12- to 

, a series for deaf children, created a teach- 

ed and enjoyed world success. 

Core curriculum. It taught children to read. 
erision, a very large amount of television 

y brief examination of ‘Superman’, ‘The 


expressed aim was to innoculate pupils against the deleterious effects 
of imitative violence and pop culture. Urban teachers, who tended to 
see their pupils as zombies controlled by the media, sometimes 
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bhlence. jos 
For a change, sir, couldn't we do something that hasn't been on Blue Peter?’ 


Pretended enthusiasm for the ‘youth culture’, but the children were 
not easily deceived. Older teachers’ habits in life-style, consumerism 
and culture made it difficult for them to display any sympathy for 
Popular culture and the mass media. Some teachers of urban children 
pude it clear that they were out of touch with their pupils' concerns in 


Proud] 
sucha 
butth 


y asserting that they would not have television in the house. In 
ttitudes not only were the present benefits of the media ignored, 
reso © Opportunities for closing the cultural gap and for using versatile 
urces were rejected. 
rieutoreside the introduction of new resources, much valuable ved 
and LI Progress and exploration took place. The variety of newi eas 
ela ations was bewildering and applied throughout the = 
reli. um. A new syllabus, including communism as well as the aes 
thee Was advocated as a replacement for the old Bep to 
or 5 gia in Schools. Anthropology, though still recognized as a c P ] 
Sige im Subject, was increasingly considered as a part of othe 
i tS: Interest in astronomy, stimulated by the moon landings and 
'Scoveries of quasars and pulsars, led to school projects; one London 
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‘It all started when we set out to find out how the Egyptians measured.’ 


comprehensive had its own planetarium. The first centre for educa- 
tional puppetry was set up following the enormous popularity of 
television puppets. Photography flourished as a school subject: 
‘Thinking’ was reintroduced into the curriculum after a gap of several 
hundred years, and was enthusiastically accepted by children and 
teachers. Children enjoyed being asked to think up a design for a 
postman’s bicycle or a dog-exercising machine. Moral indoctrination 
on the lines of traditional Christianity having been abandoned, a 
Donatist revival, led by Peter McPhail and his moral education project, 


competitive team games i 


Games approaches sw 
the sixth form.!5 


Pupils played their roles as Prime Minister; 


social Security officer, King James II, blackleg striker or company 
chairman. 


A more flexible and realistic musical cultureina growing number à 
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schools reflected the children’s own interests. Multiracial steel bands, 
«Ing bands and pop groups were introduced; jazz orchestras were 
ormed in many urban schools, and a national youth jazz organization 
flourished in the main cities. Mathematical activity also became more 
audacious, Dull civic arithmetic, income tax, hire purchase and gas 
veters, Was replaced by popular maths projects, and sometimes sev- 
eral departments would co-operate in team teaching. Experiments 
With real relevance for the classroom were undertaken, such as the 
Nuffield team attempt to identify a hierarchy of concepts in the form of 
a concept tree which could be adapted by the practical teacher for 
dassroom use. Geographers made journeys of discovery into ‘qualita- 
Pie Subject matter, They found, for instance, that pupils had e 
eir heads ‘mental maps’, an idiosyncratic perception of geographical 
Space often shared by adults and of great importance to planners. 
ü ere Were implications in this curriculum style for School demo- 
"acy, pupil choice and other aspects of the hidden curriculum. There 
iar increasing selection of subjects children could study. i 
du became a School subject; consumer-packs like ‘Suzy arid : : 
ca Per-shopper’, presented older students with problems like: a 
the 3 Consumer do when her jeans split the first time she wears 
em?/18 
In the multi-eț 


j hnic school there was encoura ging progress. A review 
multiracial e 


ducation in 1973 showed that 60 to 80 per cent of 


[152] teachers saw the preparation of pupils for a multiracial society as one 
of their aims."® More teachers were dealing with racial prejudice and 
its associated problems in debating topics for fifth and sixth forms, 
or including in their syllabuses literature about the countries of origin 
of immigrant children, and short stori 
Caribbean or Asian writers. Huma 


istory approaches 
niques froma wide 
mask making and calli- 
raft flat diversified their 


tmuch needed to be done. 


uld keep pupils from the 
nt, for instance. 


; the 6 per cent educated in 


Proved too sophis- 
s." Independent schools | 


; lik i i 
PO qma e the Dartington Hall link 
The teachers who em 


experience and investigation, found that th 
much to offer.2 A com 


dren only to write abou 


Phasized personal 


writing, children’s own | 
e immediate locality had 
heerlen curriculum, which asked chil- 
0 l ootball pools, brass bands, and canals, might 
be naïve. Many children preferred witches, pirates, chess or sa ir 
Greeks. But the nearby environment became increasingly important to 
most teachers. Children interviewed their Parents about memories of 
the Blitz and VE day; or their grandparents about life before the first . 
world war or the Depression. The fire engine drove into the play- | 
ground and was inspected by the juniors 
Nowhere was the local curriculu 
English and social studi Mini 


and plenty of suggestions for follow-up work. Foundations for this [153] 


approach were inventively laid in the primary school with the flood of 
information books for younger children. Project and enquiry work 
flourished in secondary and primary schools.?? Published resource 
packs were now the basic stock-in-trade of all English and social 
studies teachers, and were more than simply cargo-cult. Regional and 
local curriculum materials were produced for local studies, sometimes 
by LEA publishing teams concerned with an urban curriculum for the 
school leaver age-group, as happened in north-west England. Many 
organizations such as Shelter, community service volunteers, Help the 
Aged or the Town and Country Planning Association produced teach- 
ing packs on housing, old age and other topics. 
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‘It’s the walking wounded from the history project up at the castle.’ 


If the adult participation in planning recommended by the Skeffing- 
ton Report of 196979 was ever to happen, some insight into environ- 
mental decision-making needed to be part of any urban child's normal 
schooling. Study of the urban environment, scheduled buildings, 
tower blocks, play provision, graffiti or vandalism — in a way that 
engaged the imagination and emotions — was extremely rare in the 
Secondary schools of the 1960s. But especially after ROSLA, study of 
the urban environment was seized upon in a desperate search for 
‘relevance’ in courses for the non-academic majority in their final 
year.” When this was badly managed, it meant introducing teenagers 


[154] toa local community with which they might already be more familiar 
than their teachers. But some schools increasingly emphasized not 
only bringing the community into the school but also taking the school 
out to the community. School lessons began to focus on planning 
decisions, and other issues taken up by community action groups and 
the local press. Following a proliferation of field study centres in the 
countryside, teachers recognized the need in an overwhelmingly 
urban society for placing a similar emphasis on urban studies. US 
students in the ‘school without walls’, where attendance was not 
necessarily compulsory, learnt in the outside urban setting; spinning, 
soldering, music, photography and motor mechanics were all studied 
with qualified people in their own studios or workshops. This was a 
pattern not often seen in Britain; but a curriculum interest in the local 
environment was evident in all major cities in the world where urban 
educational experiment took place, producing a generation of children 
whose education has led them to scrutinize the urban environment. 
After 1972, following their importation from the US, British town 
studies and urban nature trails became increasingly popular.” 
Teachers who had always undertaken some local study were now 
supported by videotape, film, photo slides and work sheets they had 
prepared on the school offset press, or at the local teachers’ centre. By 
1976 about two hundred urban and nature trails were available in 
Britain, produced by colleges of education, museums and teachers 


centres, and encouraged by many bodies including the Council for 
Urban Studies Centres. 


‘Street work’ was the most 
curriculum.? Children mo 
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sea cruises, Land Rover safaris, and 
flourished, and there was always a 


free place for the teacher travelling with ten or so children. Some of the 
best, and worst, teaching went on in school journeys. Unfortunately, 
some teachers, already exhausted, took the view that a school journey 
with demanding urban children was a joy ride and let them run 
around, without curriculum objectives and with little control. On the 
contrary, teachers needed to be as meticulously organized on school 
journeys as in the informal classrooms. They had to cope not only with 
planning, and with excitable children, but also with the emotional 
changes that many children showed even on the shortest residential 
trip. The classroom extrovert might collapse overnight with homesick- 
ness, or the withdrawn child would turn out to be the one to discover 
the dead seagull, or who knew where birds had laid their eggs in the 
hedges round the youth hostel. Some of the tougher outdoor pursuits 
offered hazards to the inexperienced teacher; mountain walking, in 
particular, brought one or two catastrophes. There was no national 
requirement that any teacher taking a school party should possess 
even the simplest first aid qualification, and teachers were often ignor- 
ant of the terrain and unused to conditions. 

There was a wide range of opportunities now open to the urban 
child. In 1961 834 pupils went on an inaugural school cruise. In the next 
twenty years hundreds of thousands of children and their escorting 
teachers visited Europe, the Mediterranean, West Africa and the West 
Indies.*! The cruises even began to cater for primary children. Teachers 
liked the cruises because they offered classroom facilities with adven- 
ture as well as practical geography, history and language lessons. 

With the increasing popularity of the continental package holiday 
Butlins, after much internal debate, decided that their seaside towns, 
standing empty for something like thirty weeks of the year, should be 
developed for ‘adventure in education’ .®* In the first experiment at the 
Minehead camp children visited farms on Exmoor, combed beaches for 
fossils, undertook map reading and field studies. Army youth teams 
worked with the children in the camp on adventure playgrounds, 
commando courses, trampolining, fencing, archery and other 
activities. Eventually the holiday camps were integrated with the 
urban schools system. Many schools and local authorities bought their 
Own residential centres, older country houses purchased cheaply at a 
time when private owners could no longer afford the heavy costs of 
maintenance. It seemed a pity that boarding and public schools could 
not be used for the same purpose — as colonies de vacance centres for 
urban children. 

Urban children were also provided with opportunities to visit 
farms. Farmers, impressed by examination courses, at first gave 
Priority to middle and secondary schools; but gradually they catered 
more for younger children, giving them a chance to see farm animals 


[155] 


[156] and where food came from or what life in the country really meant. 

Museums began to change their attitude, making deliberate efforts 
to attract and interest school parties. Children were allowed to 
handle exhibits; projects and exhibitions were designed specially for 
them.” Sometimes teachers were attached to museums to undertake 
educational work, teaching or producing curriculum materials. A new 
type of museum professional appeared, the ‘school organizer’. The 
busy urban teacher shepherding a lively group, including the in- 
evitable handful of disturbed children, welcomed informed and 
stimulating assistance from experienced colleagues. 

Unfortunately all this imaginative work was not matched by any 
growth in educational work experience. Professional attitudes over the 
raising of the school leaving age, trade union obstructionism and 
Dickensian fantasies of child exploitation among teachers all pre- 
vented a positive approach. Not until the Holland Report and the full 


impact of youth unemploymentin 1976 were new schemes mounted in 
an area with great possibilities. 


13 Counter-reformation with 


Inquisition 


Despite promising innovations and lively ideas for change in many 
individual schools, curriculum thinking both nationally and locally 
was still drifting and uncertain. But increasingly vociferous public 
Opinion and an emphatic shift of stance among politicians, civil ser- 
vants and curriculum researchers brought inquisition and counter- 
reformation by 1975. The most unfortunate victims of the clamour for 
improved classrooms were the children whose schools were publicly 
investigated, exposed as shoddy, violent or incompetently staffed. But 
the first casualty, the Schools Council, attracted little sympathy.! 

The curriculum theocracy, arcane priesthood and gothic profusion 
of Schools Council projects flourished for a decade before the whistle 
was blown. Admittedly the Council was hamstrung by its constitution; 
but its disastrous policies were largely of its own making. Showering 
teachers with curriculum edicts from on high did not work. Project 
teams, as the directors retrospectively reported, had not involved 
teachers sufficiently, except for rare exceptions like the "Middle School' 
Or ‘Mathematics for the Majority’ projects.” Relatively few teachers had 
been involved in writing materials. Dissemination and inservice prom- 
otion had been conspicuously lacking. 

The Schools Council found that its curriculum proposals disap- 
peared without trace a few years after any given project team had 
disbanded. Occasional successes, like the ‘Breakthrough to Literacy’ 
Scheme, were remarkable for their rarity. A researcher tracing the 
English footprints of the Nuffield science project some years after the 


[158] project team had dispersed, reported: ‘Nuffield Science is alive and 


flourishing — in Canada!? 

Shipman and his colleagues studied the history of a Schools Council 
integrated studies project.* A weighty teachers' guideand five boxes of 
curriculum material for the first four years of secondary schooling had 
offered teachers an attractive menu. But, returning to the pilot schools, 
Shipman found that there could be no guarantee that curriculum 
innovation had taken hold. Even a head teacher's interest provided 
no certainty. Original project paricipants had varying motives, and 
personal conflicts or political intrigue made nothing safely predictable. 
More curriculum development in integrated studies was occurring not 
in the pilot schools but in schools where individual teachers from the 

original project now taught. 
The Schools Council now came under savage attack. Critics com- 


plained that it had even failed in those areas where easy success might 
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‘We want him taken off common core and put on nitty-gritty.’ 


visiting in six counties in 1974 that the ‘informal’ approaches recom- 
mended by the Plowden Report had not failed: they had never got off 
the ground.’ A research team at Lancaster, led by Neville Bennett, 
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reported in 1975 that only 17 per cent of teachers ran open classrooms 
according to the Plowden definition. Most teachers still sat children 
separately, in pairs or in the same seats for most activities. Most 
teachers closely supervised physical movement, and more than half 
admitted to smacking, even if they normally found verbal reproof 
sufficient. Class teaching was favoured, and a subject-centred cur- 
riculum still predominated in junior classrooms. 

When Bennett published his full findings in 1976 they provoked 
public controversy, and received heavy television and press coverage.* 
He and his collaborators, strongly sympathetic to the informal class- 
room viewpoint, were saying, reasonably, what Black Paper advocates 
had shouted: there was often less progress in basic skills in the infor- 
mal classroom. Bennett found no evidence even to support the pro- 
gressive argument that creative writing was always superior in the 
informal classroom. Only in one of the thirty-seven classrooms closely 
studied did informally taught pupils show higher attainment than 
nearly all the other children in the Survey; in this class an experienced 


teacher spent most of her time teaching basic skills by informal 
methods. 
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Educationists, psychiatrists and child development workers were 
all reappraising traditional research and analysis based on middle 
class continental children of the 1920s and 1930s." Indeed, like the 
Social workers, teachers were beginning once more to risk emphasiz- 
ing the importance of self-discipline and social control. Didactic peda- 
80gy, which would have aroused hoots of derision ten years before, 
re-emerged. Michael Marland’s The Craft of the Classroom, marked by 
its brevity and simple common sense, was an educational bestseller 
during 1976." 

The most emphatic attack on curriculum pluralism came from 
influential moderates who proposed simply that ‘teachers act as 
teachers’. They demanded support for a common curriculum, in com- 
prehensive or progressive primary schools, and called for the resump- 
tion of traditional criteria in choosing such a curriculum. Gabriel 
Chanan, for example, rejected the community school curriculum 
where ‘in every subject of learning there has to be a demonstrable 
connection between the pupil's experience and the knowledge being 
introduced’. For that ignored two fundamental educational objectives: 
the attainment of a reasonably broad and complex world view, and the 
appreciation of other people's points of view. To rely simply on the 
child's sense of relevance was not good enough. Any responsible 
Curriculum must offer the child access to a reality beyond his immedi- 
ate experience. What was crucial was the relationship between sub- 
Jects and the Priority of material within subjects. Academic knowledge 
Still offered immense resources, though it did not have a monopoly 
of concentrated thinking, as the work of Labov and others had 
shown, 

If this sounded suspiciously like the re-invention of the grammar 
Schools and the academic curriculum by counter-reformers, doubts 
were easily quietened.!6 After all, these were prophets of the left 
calling for radicalism, rather than high priests of the right. It was not 
What was argued, but who argued it, that seemed to make the differ- 
ence. The general tide of opinion had turned. John Nisbet's warning 
of ‘innovation fatigue’, Bennett and the debunking researchers, 

hanan’s neo-orthodox curriculum proposals, the noises being made 
by a few Philosophers of education and the educational sociologists all 
combined in the same refrain of counter-reformation in discipline and 
Curriculum. Educational theories, practice and expenditure were 
ginning to be called to account. 

The public storm and inquest over the urban school was symboli- 
cally enacted in a courtroom drama set in London’s County Hall. For 
Several months the death of a small junior school in a multi-ethnic 
Neighbourhood was subjected to inquest. Educational disruption had 
finally teached the point where legal catharsis was as necessary as it 
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had been in the social work tragedies of Tina Wilson, Stephen Meurs 
and Maria Colwell. 

The William Tyndale School in Islington combined most of the 
explosive ingredients already identified in our housing and classroom 
analysis. It contained very disturbed inner city children including 
many of immigrant origin, and manifested an epidemic of classroom 
maladjustment and poor attainment. It contained politically active 
teachers and also attracted the attention and involvement of ‘commit- 
ted’ gentrifying parents. It aroused a storm of first local, then national 
controversy over the disadvantages and strengths of the informal 
classroom, compensatory education and the political ideologies sur- 
rounding them. It revealed fundamental faults in the administrative, 
political and inspectorate workings of the largest urban education 
authority, which had inevitably arisen from the years of public neglect. 

In 1973, the school was thriving, yet by January 1974, two terms after 
it was in turmoil. On the floor below the 


; introduced by the new headmaster, had 
broken down, along with 


strong political leanings, either to the left or to the right. 
Realizing that the situation had deteriorated be 


; freedom had been given to the children. 
He noted disagreements among the staff and 


planning, and condemned th 


tial trouble or difficulties; yet 
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The Auld Report did not identify the historical circumstances of the 
previous twenty years which had caused such deterioration in urban 
classrooms. But the same could have happened in other cities and in 
other schools. Politicians, inspectors and teachers had played accord- 
ing to the rules of the game as they saw it. Urban confusion and 
difficulties in staffing schools had meant that urban teachers had been 
left to get on with it. 

Auld criticized the senior ILEA politicians and officials for letting the 

school drift into anarchy. But little disciplinary action was taken 
against them, and there was only one political resignation; all of the 
censured officers and inspectorate were left in post. Some years pre- 
viously a failing London comprehensive school, Rising Hill, had been 
closed and its head teacher, Michael Duane, appointed a senior lec- 
turer ina college of education of the same authority. Harsher measures 
were applied in the case of the Tyndale teachers, who were finally 
sacked, not for incompetence but for striking unofficially.'? Everyone 
knew there were many large as well as small schools also heading for 
disaster. Teachers and government officials looked around them with 
foreboding, wondering whether deterioration had gone too far. Large 
comprehensives were especially prone to disaster; like ocean tankers, 
they needed prolonged notice if they were to alter course to avoid 
catastrophe. 
. Discreet DES silence during the Tyndale debacle suggested that 
individual LEAs would be left to get their own houses in order. But it 
was equally clear that the climate of opinion had changed. It might be 
fair after the years of neglect and ridiculously low salaries and status 
among teachers for LEAs to be given time to tighten up on their 
Schools. N evertheless, public opinion dictated the policy; there would 
have to be rapid improvement in urban schools. 

The public was aware that the financial condition of the teacher had 
been transformed, and expected a consequent improvement of 
Schools. An economic recession, a teacher surplus, the sweeping cuts 
In LEA budgets, and government limits on educational expenditure, 
had meanta closer look at the classroom. "° Large sums of public money 
were involved — and teachers were no longer cheap labour. Tightening 
Up had not been possible during staffing shortages, but teachers were 
Now classroom captives who could not easily move for promotion. 
With very few newcomers entering teaching from the colleges, except 
In secondary 'shortage' subjects, improvements in the classroom could 
be affected only by strengthening inspection or inservice training. As 
the politicians learned daily from their postbags, the public wanted a 
Stern line to be taken over teacher performance and classroom stan- 
dards.20 

During the struggle for economic revival, industrial leaders claimed 
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that teachers were feather-bedding young people and disinclining 
them to industrial careers.” Industrialists and employers were right in 
complaining that many younger teachers were ideologically 
antagonistic towards commerce, business or even careers in the police, 
considering them aspects of corrupt capitalism. Teachers responded 
that Britain’s poor economic performance could be blamed partly at 
least on the low level of training for employment offered to most school 
leavers.” Attempts to improve transfer from school to work, especially 
through work experience, were often frustrated by workers them- 
selves through trade unions. 

The balance of opinion among the public and employers was critical 
of the schools, and the standard of education they provided. During a 
time of high unemployment, especially among immigrant school leav- 
ersin the cities, the general public became more aware of the economic 
and political importance of ed 
on their television sets a heav 
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Conventional educators claimed that at least the existing examina- 
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tion system produced better attainment than and avoided the excesses [165] 
of continual standardized testing, as practised in US school systems. 
But the vast, unwieldy examinations system certainly gave cause for 
concern. As the Minister of Education pointed out, there was a widen- 
Ing gap in examination performance between suburban and rural 
school children, and those living in the conurbations. There was a 
strong lobby for a common system of examining at 16+ which might 
replace both GCE O level and CSE. Some wanted to see an innovatory 
examination, a Certificate of Extended Education, for sixth formers 
who could not cope with the full GCE A level. The comprehensive 
schools movement seemed to have abandoned its early opposition to 
examinations and accepted them as a necessary evil. When the ginger 
group PRISE* was inaugurated in 1975 it was left toa speaker from the 
floor to ask, amid minority applause only, whether the comprehensive 
schoo! movement was not still committed to the total abolition of 
examinations. The neo-structural moderates of the comprehensive 
movement were not at all sure that they were. 


1 don’ like it. You don't like. Nobody likes it. The external examiner likes it. 
at's why we make it.’ 


4 a did seem clear was that social mobility was no longer solely 
Chieved through academic success in school. Many pupils turned 
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aside from the sixth form towards practical or technological Se 
which required fewer academic qualifications: their time might = 
better spent in further education or at the polytechnic than among the 
university elite. The dual grip of schools and the universities, relying 
heavily upon inflexible curriculum and examinations, had been 
broken. Nevertheless, education authorities still used examinations to 
select or allocate children to comprehensive schools (or, as we saw, to 
compose mixed ability class groups within them). The unreliability of 
examiners had been proved by Hartog and Rhodes as far back as 1936, 
who when analysing marks in traditional written exams over a wide 
range of subjects had found amazing variations. Forty years later 
teachers still continued the endless cycle of examinations with their 
sometimes barbaric rituals. Each year, for instance, hundreds of paint- 
ings in oil and water colour, prepared by GCE A level pupils, Were 
burned immediately they had been marked.? What more telling illus- 
tration could there be of the educational philistinism of the examina- 
tion system and the teachers who taught to it? . 

Nevertheless, it was apparent that by a variety of means, including 
the examination system, the Bovernment would shortly launch major 
strategies for tightening up on the urban teacher and the classroom. As 


a first step, the stranglehold of the teachers unions over the Schools 
Council was broken by the Labour Secretary for Education, Mrs 
Shirley Williams, 


who instructed a committee to consider how repre- 
sentation could be enlarged toinclude 
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urged that each LEA should produce a common core curriculum, 
although individual schools could interpret that curriculum as they 
wished, and Proposed compulsory retirement of selected teachers 
Over the age of 50 ‘because of redundancy or in the interests of the 
efficient exercise of their function’. It made it quite clear that idle or 
negligent teachers and heads must increasingly be removed or given 
early retirement. 

Immediately after the publication of the Green Paper a key House of 


ommons expenditure subcommittee chairman, Janet Fookes, 
announced: 


At present there is virtually no way in which a head teacher can be 
replaced other than on grounds of appalling misconduct. But 
misconduct is not the problem. We are more concerned with the 
head teacher who does not measure up to the new responsibilities 
ofa big school, or who starts well but who runs out of steam. 
The Subcommittee urged fixed-term renewable contracts for heads.?* 
Only teacher shortage and economic crisis had prevented 
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[168] implementation of the 1972 James Report and a subsequent White 
Paper. That had called for 35 days release for first year teachers, and 
would have given experienced teachers inservice release in their em- 
ployers’ time. In the new circumstances of 1977 the Education Minister 
hinted at a possible revival of that strategy. If the LEAs could not be 
relied on to spend the £7 million rate Support grant annually awarded 
for inservice education the department might have to intervene. The 
unions, concerned about teacher unemployment, expressed their 
support for programmes of inservice release, although they had not 
apparently considered that this might further the imposition of a 
standard LEA curriculum. 

One conclusion was already incontrovertible. Head teachers were 
not infallible. They had shown their unreliability in ignominious 


or inspectors.3° 


It was not only Black Paper advocates, but also moderate critics of the 
Labour Party establishment who began to argue for more severe limits 


on the power of head teachers. Both Maurice Kogan, a left-wing pro- 
fessor, and Rhodes Boyson 
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with different schools offering alternatives of traditional and informal [169] 
classrooms, packaged with evocative titles like ‘the little red school- 
house’ or ‘the learning odyssey’. Official anxiety to retain middle 
income families in the inner city had resulted in them being given their 
own schools. The consumer role of parents and pupils was stressed. In 
Britain too, middle class parents would have a stronger voice. The 
Taylor Committee, on the government and management of schools, 
recommended in 1977 that parents should become the most influential 
Broup on school governing bodies, taking a greater interest in the 
curriculum.* Pupils too would not just be discussing whether vinegar 
should be Provided with the chips, times of access to the classroom, or 
tules about wearing jewellery or homework times. The informal 
primary and the comprehensive school consulting with pupils over 
their curriculum choices as consumers would have to consult with 
Parents if they were to be consistent with their educational philo- 
Sophy. 
The Tyndale Report elegantly censured the inspectors of one local 
education authority for not doing enough inspecting (as a survey 
'onducted by ILEA itself revealed, inspectors had been spending only 
ive per cent of their time inspecting schools because of an excessive 
urden of administrative work). The urban LEAs, already concerned 
aboutloca] elections, became anxious to pre-empt central intervention 
by the DES, HM Inspectorate or interference in curriculum by a re- 
formed Schools Council. Events had moved very fast. Inspectors and 
head teachers had regained professional control over teachers for the 
first time in two decades. The labour market after 1974 had favoured 
the employer, with growing competition for nearly any teaching post 
advertised, In 1976, 20,000 mostly young teachers were unemployed. 
Oliticians were talking of compulsory retirement for incompetent 
teachers, In the cities, the inspectors had the new task of transferring 
teachers or making them redundant because of both education cuts 
d declining rolls. Inspection could once again replace 'advice and 
Support’; and if the government insisted that each LEA have its own 
common core curriculum the authority of the inspector or adviser 
would be automatically strengthened.?* . 
i at was the role of HM Inspectorate to be? By 1976 local pe 
“ams Were 2,000 strong, while the HM Inspectorate numbered only 
R staff, But morale had recovered. Great efforts had been made to 
a Deine à higher-quality staff. Inspectors had formerly ed 
x the curriculum monopoly of the Schools Council and the -— 
tol ndonment of formal school inspection had denied € ved s 
fne Now definite moves towards central intervention by m "i 
Tatein Curriculum and schools inspection were proposed. A Yellow 
aper Prepared by the Inspectorate itself, the government Green 


[170] Paper, the Great Debate and a series of newspaper stories leaked from 
DES sources signalled the watershed. In particular, the Inspectorate 
planned formal visits to ten per cent of all British schools in what 
amounted to a reintroduction of the traditional inspection. 
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Profession could not produce leaders for highest responsibility. [171] 
Nevertheless, despite her lack of experience, Sheila Browne proved 
exceptionally good at her job. As the new Senior Chief Inspector she 
talked of encouraging inspectors to take a broader interest in social 
Provision such as health, housing and social services in their relation- 
ship to the schools. It wasan encouraging sign, for HM Inspectorate, in 
Tecognizing the benefits of corporate management, was half way to 
looking at total urban policy. Some doubts remained, however. Any 
re-investment of power in an Inspectorate which had collected so 
many second-rate professionals in its ranks over previous decades was 
bound to cause misgivings. 

Meanwhile Maurice Kogan argued that there was an urgent need for 
the more open government which had been promised in election 
manifestos. The DES should be made more accountable, its posts 
Opened to public advertisement and its research base improved. John 
Vaizey, having seen the Department at close quarters, urged its dis- 
memberment and replacement by a small secretariat which would 
Serve the LEAs. All any minister really needed was a small staff of 
Senior officials who could find out what other departments were doing 
and help the minister read his cabinet papers. The Swedish system, 
with a highly centralized curriculum and school administration, 
worked very effectively with such a pattern. 

Above all, a more co-ordinated approach was needed within central 
Bovernment, so that national education policy and corporate man- 
agement strategy within LEAs would fit in with overall urban social 
Policy. A Central Policy Review Staff (‘think tank’) paper in 1975 
recommended ‘a joint approach to social policy (JASP)," improvement 
and co-ordination of central policy government across departments 
Such as Education and Science, Health and Social Security, Environ- 
ment, Employment and the Home Office. Individual departments 
Should adjust their priorities in the light of joint decisions, for there has 
been too little systematic thinking, inadequate information and few 
inter-departmental initiatives in most social problems.’ The relation- 
Ship between central and local government was especially unsatisfac- 
tory. The need for politicians in Whitehall and elsewhere to think 
harder about long-term urban strategy was being firmly spelled out. 


14 Children’s rights and counsellors 
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things. They also frequently stole from vehicles and attempted to drive 
them away. In damaging property, younger children could often be 
more destructive and ingenious than their older brothers and sisters. 
Police reported that most of the trouble happened after school but 
before mothers got home from work; the offenders were the familiar 
‘latch key’ children. But even then, when most children were in their 
homes by 6 p-m., there was always a minority whose parents let them 
play late in the evening, or even at night, when darkness acted as a 
cover for their misdeeds. Housing estates, as we have seen, were 
Particularly prone to this sort of misbehaviour. The Metropolitan 
Police reported that 80 per cent of infant offences were committed in 
the company of older brothers and sisters who were usually about 10 
years old. Black children and the immigrant community, police 
reported, did not produce a disproportionate number of infant and 
Juvenile offenders. Nor was criminal misbehaviour by children occur- 
Ting on the horrifying scale or with the appalling stereotypes observed 
in Ulster. There, as Morris Fraser showed, children were often fighting 
their parent's war, experiencing psychiatric breakdown from anxiety 
or fear of urban violence.’ Urban 8-year-olds in Ulster were being 
taught to count three before they threw their lighted petrol bombs so 
that the victim had no chance of escape. 

During most of the 1960s little was done about the increasing child 
neglect and lack of parental control. In Britain, the child under ten 
years could notbe prosecuted, and was usually taken toa police station 
and given a lecture while his parents were called. For 70 per cent of 
Offenders that was the end of the matter, but the remaining 30 per cent 
continued to get into trouble; the social services department was then 
contacted. The theory was that the social worker would see all the 
adults involved with the child — parents, educational welfare officer 
and schools, offering practical help like encouraging the family to 
obtain benefits to allow mother to give up her job, arranging a child- 
minder or assigning a male social worker where the father was mis- 
Sing. But the system did not work; and dissatisfaction with the social 
Worker’s role and the legal supervision of young children began to 
Stow. The voice of the teacher in the urban classroom was often 
loudest, next to that of the parent, in complaining. s 

“ollowing the reorganization of local government and social work 
training between 1964 and 1974 social workers who had formerly 
Specialized in a particular branch of their profession became ‘generic 
Social workers 4 The case-load of those who had worked only with the 
elderly would now include the disabled, the truant, the juvenile delin- 
quent, the unsupported mother and the child below school age 
{although they did not usually take over educational social work). 

Imultaneous reorganization of social work and local government 
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p nm as we by the Seebohm Report were mostly 
Lee cin the job. There was high staff turnover; a — 
dme Social work profession was subject to the same eyes 
and housing stresses, generation gap and presence of politica ien 
dents as the ranks of the teachers. Social workers, who were I 
educational welfare officers, found professional difficulty in nee 
heavy case loads of varying problems. Often there was a oe 
loyalties: they were committed to family support rather than making 
sure children attended schools. They often condoned truancy because 
of their loyalty to the larger family unit; as when, for instance, vei 
girls stayed away to help mother with the younger children. a 4 
qualified social workers still wearing their polytechnic scarves foun i 
difficult to be authoritative with urban children and their families, 
partly because they had been trained to emphasize permissive, i 
non-directive social work techniques. The Seebohm orthodoxy argue 
for a minimum of moralizing by social workers in a society whose 
values were pluralistic and where it was difficult to arrive at agreement 
about moral behaviour. Had Social work training attempted to pursue 
à strong line, it would anyway have been frustrated by the legislative 
blandness of the Children and Young Persons Act of 1969. . f 
Many children suffered from the currently approved doctrines o 
relaxed social control in the home and in the classroom. Too often 


freedom became lack of direction or neglect. Academics and research- 
ers influencing social workers and 


and his British counterparts, wid 
encouraged the abdication of pare 
was badly needed.’ Chi 
with educational experts 
Freud, Winnicott and Bowlby wa 


sacrosanct over twenty years. Any mother, the theory ran, was better [175] 
than no mother. It was not until the 1970s that orthodox researchers (as 
Opposed to the reactionary right) began to question this view of ‘mat- 
ernal deprivation’ which held that early experience inevitably exer- 
cized a Persisting influence over later development. Studies by Rutter, 
the Clarkes and others, as we have seen, began to suggest instead that 
children who experienced early adversity did not suffer the permanent 
damage that had been suspected.’ Reviewing the literature in Early 
Experience: Myth and Evidence, the Clarkes concluded that the unfortu- 
nate effects of early deprivation could be successfully reversed by a 
800d home and schooling. The urban school catering for the child with 
deprived or damaged personality could be influential in helping that 
child to grow back into a balanced adult. There was now, too, profes- 
Sional support for more positive intervention in families where chil- 
dren were being rejected, especially by their mothers, to counteract the 
idea which had somehow arisen that any home was better than resi- 
dential care in an institution.® Bowlby now modified his position. 
Nevertheless, the high-quality fostering, residential care or support 
‘ at was needed to back up such intervention was still a long way from 
being provided. 

Several nationally publicized cases of the death, battering, or severe 
neglect of young children also led people to question the accepted 
ideas of when social workers, especially when asked by the school, 
should intervene. Stephen Meurs, a neglected 3-year-old in Norwich, 
died in 1973 from starvation and pneumonia, even though the family 
was known by a variety of agencies to be failing the child.!^ Social 
Workers had not co-ordinated their efforts or even managed between 
them to make one effective visit to see the child. Even more significant 
a teachers was the tragedy of Maria Colwell, a 7-year-old living in a 

using estate in Brighton, who in 1973 was battered to death by her 
Stepfather 11 She was officially under the supervision of a local author- 
ity socia] Worker; her teacher had repeatedly expressed concern, as had 
r'eighbours and others who knew the family. The report of the ensuing 
a Committee of inquiry dwelt on the questions of parents and 
tachers' rights and responsibilities. Were parents to regard their chil- 
do Up to the age of sixteen as chattels, their natural and legal prop- 
a The enquiry report expressed a fear that the social ine 4 
thesi the language of their clients, had accepted mar d i 
edu y alienating the other professionals such as teac 7 ^ E 
o cation welfare officers, health visitors and the police, all of w 
ne time or another were involved in the Maria Colwell case. 
at was the role of her teacher??? Maria Colwell's teacher ex- 
i essed her anxieties to the educational hierarchy but she never met 
š educational welfare officer who had consistently tried to visit 


ional 
i i t the social worker. Indeed, the educationa 
PP er bcm indir that the social services Se. 
a ication i deeper sense 
involved. Trust and communication in the scans 
ional social workers and social workers did n 
ww seemed of enquiry reported that the m 
new social work service set up following the Seebohm SE dem 
subsequent local government reorganization had nowhere quee 
glaringly demonstrated. In the mid-1960s professional qm iran 
had begun to guarantee, taking salaries for the purpose, that c 
would not be cruelly neglected. And yet they were. asii 
Press coverage of the Colwell case, the legal report an p md 
wringing of hands by the local authority administrators sie ey 
action by central government ministers and civil servants. = mede x 
of the publication of the Maria Colwell report both the D edens 
DHSS issued circulars urging their respective services to 
together in this sensitive field. . " 
Bice, influenced by evidence from the USA, had identified By 
increasing problem of urban child-battering from 1961 onwards. ied 
1976 British doctors estimated that 4,400 children were being eee 
annually in hospital casualty departments for what was neu od 
called ‘non-accidental injuries’. Although the average age of the wn 
tered child was 18 months, young children of school age were e 
victims, and the long-term emotiona] damage was often evident n i 
urban primary classroom. Most mothers of battered children cari 
sub-normal intelligence or emotionally immature and Li aed 
while over a third of the fathers displayed gross personality defec ae 
often had a criminal record. Unlikely explanations were typically sive 4 
by parents for their children's injuries: ^he walked backwards vg 
door handle' or 'an electric fire’. Too often no action had been ta 
however, because of lack of evidence. 
The NSPCC constant] 
Statutory role of 


Group, ina three year study of high risk families living in public hous- [177] 
ingin a Midlands town, found that children supervised strictly by their 
parents even ina poor neighbourhood were much less likely to become 
Juvenile delinquents. Such research coming from a radical organiza- 
tion changed the professional climate in attacking the idea of maternal 
deprivation, arguing, as it were, ‘bring back dad’, for the revival of 
discipline.'* The danger was, of course, that the evidence would be 
used for a full-scale resurgence of authoritarian discipline in schools. 

Urban children particularly at risk were also identified by the Finer 
Report (1971), which made teachers and educationists much more 
aware of the problems of one parent families.!5 The report found that 
five-sixths of single parents were mothers, and that paternal depriva- 
tion, whether caused by death, divorce or separation, clearly had bad 
effects. Teachers were also familiar with the problem of ‘ghost fathers’, 
men whom their wives and children saw little of and who contributed 
only a pay packet, having emotionally deserted the family. This con- 
Cealed or spiritual desertion was reported as frequently in middle class 
as in working families. 

From all sides came demands for more firmness and intervention in 
child care, Which had a ripple effect on the urban classroom. The Court 
Report (1976)'" asked for better urban hospital and health facilities for 
children, The vast child-minding problem, amounting to a massive 
evasion of the law concerning day-care of young children of working 
mothers by unregistered minders was at last tackled." Child-battering 
73565 Were urged into court by the NSPCC and social workers in the 
mierests of relieving parental anxiety if not of protecting the child. 

“re was an exciting range of experiments from the toy library to the 
ys Urpose pre-school centre. The nursery classroom curriculum 

Social management of the younger children in the classroom 
n More structured. Teachers began to talk and read about discip- 
di * In the classroom, as they had never done in the years of non- 

ne emphasis. Sonia Jackson, Mia Kellmer Pringle and others 
a to demand a ministry for children.!? A children's crusade had 
Pues The debate had moved onto the middle ground so far = 
child’ children were concerned. Would the same thing happen wit 

Ten in the secondary school? l 
in de Management of ‘out of control’ secondary pupils gave se 
Chi milly. The juvenile courts were especially criticized after te 
sla and Young Persons Act of 1969, the last wa af e 
childr on affecting young offenders. That Act aimed at Pea 
usi "n In trouble outside the court and in the community rathe 
ex 8 Institutions. The responsibilities of social workers = 
ime and the powers of juvenile court magistrates correspond- 

By restricted, But the timing of local government reorganization and 
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the immense and growing scale of the task made it difficult, if not 
impossible, for social workers to respond to the job they had been 
given. No child under the age of 10 could now be found guilty of a 
criminal offence, and it was extremely rare for the police, unless 
nudged by the Home Office, to prosecute children under 12, the age of 
criminal responsibility (the case of the child murderess Mary Bell was 
one rare exception).”° 

The 1969 Act looked at child care and delinquency from an altered 
viewpoint. It blurred the distinction between children in need of care 
and those in need of control and punishment, leading to confusion, 
not least in the minds of children themselves. The child victim of a 
drunken father, or girl living in a house of prostitution, came under the 
same accusatorial gaze as a hardened young criminal. The Act also 
reduced the power of the courts. It denied them the power to impose 
sanctions on young people for non-payment of fines or compensation 
orders, leading to repeated complaints that the law had been flouted 
and the authority of courts undermined. Violent juveniles on remand 
who could not be sent home, but for whom a local authority residential 
place was not available, frequently had to be returned to the court as 
‘unruly’ before being despatched to a remand centre or prison. The 
supervision orders which replaced probation were most unsatisfac- 
tory, and there was an enormous increase in custody orders, which 
was just what the legislators had been trying to avoid. A large number 
of young people were placed in custody who would have been on 
probation and at liberty a few years previously. 

Two contrasting solutions were proposed. Magistrates, police, pro- 
bation and social workers who accepted the thinking behind the Act, 
demanded more community homes for juveniles, and more power for 
the courts, especially extra powers over persistent offenders. Other, 
more radical reformers said that punishment should not be mixed with 
welfare. They wanted to get rid of the informal atmosphere of a ‘care 
court' and to provide for offenders the full rigours of the law, raising 
the age of criminal responsibility to twelve and providing secure units 
for children under fourteen years who were a public menace.?! Others 
suggested reviving probation, with officers integrating their work with 
moves towards school counselling. 

Child psychiatry, the psychologist and the child guidance clinic fell 
into particular discredit at this time in the minds of urban school 
teachers.” These experts were soughtin desperation in the final resort, 
but had little to offer. The medical bias and time-consuming treatment 
of individual children meant that child guidance as an advisory service 
to teachers was almost entirely ineffective. Bernstein and others also 


argued that it was only the articulate middle class child and concerned 
parent who could benefit. 


Psychologists nevertheless began to urge that the medical concept of 
the psychiatrically ‘ill’ child who went to the clinic as a ‘patient’ requir- 
ing ‘treatment’ should be replaced by an emphasis on the schools 
psychological service, seeing the child as a ‘client’ in relation to school 
and home. They argued that the psychologist, working with the social 
workers, parents and teachers had a key role to play. Nonetheless, 
educational psychologists were still regarded with suspicion. They 
were recruited from among teachers, but were better-paid, sur- 
rounded with medical mystique, and identified themselves with doc- 
tors rather than with teachers. During the flourishing years of the 
tripartite schools system, psychologists had been the educational 
witch doctors who mixed up the spells of the 11+ test, enjoying 
enormous power over children, teachers and parents. Having lost 
their power base in the control of 11+ procedures, they had begun to 
climb on the bandwagons of school counselling, autism, dyslexia, or 
the teaching of reading. They even offered themselves as psychiatric 
confidants to teachers under stress, moving into such controversial 
techniques as encounter and group therapy. 
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If you're a boy, get your hair cut. If you're a girl, trousers aren't allowed.’ 


Teachers claimed that the 1969 Act weakened the authority of the 
schoolas wellas that of the police and magistracy. A teachers' union in 
1972 collected 52 case histories which suggested that head teachers 
and local authorities were not giving support to teachers who were 
handling difficult children.” There was a rising tide of school violence, 
including more cases of assault by girls. Experts explained the increase 
in violence among secondary school girls by pointing to the changing 
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[180] attitudes towards women and the more independent, less specifically 


'feminine' lifestyle which girls were adopting. Trevor Gibbons, Pro- 
fessor of Forensic Psychiatry at the Maudsley Hospital in London, 
Observed that girls were not being protected by their parents as they 
had once been.?* They went around with boys at a much earlier age, 
often in gangs. West Indian girls, bigger and better developed at an 
earlier age, were reported as ‘accepting beatings at home as a form of 
discipline’, and when fighting did not pull hair or punch but used 
broken bottles or knives. Headmistresses reported more playground 
fights between girls in general. Even so the figures for violence of girls 
of school age was only one-tenth that of boys. 

The apparent increase in violence in the urban secondary school 
classroom and playground was supported by the self-reported 
assessments of adolescent London boys aged between 12 and 17 
years.” In interviews with Belson in 1973 they reported violent acts 
covering a range of behaviour. Those who saw themselves as a ‘bit 
violent’ had hit a boy with bare fists in a fight, deliberately smashed a 
window, shouted at some meths drinkers or told their teacher to ‘get 
stuffed’. ‘Extremely violent’ boys had deliberately hit a boy on the face 
with a broken bottle, forced a girl to have sexual intercourse, fired an 
airgun at a boy passing in the street outside, loosened the screws on 
the handlebars of bicycles, taken a hammer to a car or broken into a 
house and smashed the interior. Half the violent boys went uncaught. 
Those most prone to serious violence had less-skilled parents, came 
from large households, didn’t enjoy school and played truant. 
Coloured boys were not represented among those who had com- 


mitted a great deal of violence. One of the best predictors of violent 
behaviour was the number of violent bo 


s living in the neighbour- 
hood.** ý " dis 
But perhaps the most serious weakness of the Children and Young 
Persons Act (1969) was in its treatment of truancy. Such was the view 
of the House of Commons expenditure committee which reviewed the 
working Act in 1976. Between 70 and 80 per cent of all children who 
came into conflict with the law began by absenting themselves from 
school, observed the committee members. Yet the 1969 Act not only 
made it necessary for education authorities to prove that truancy had 
taken place, but they also had to persuade social workers that the child 
was in need of care. Teachers complained that their efforts were being 
frustrated by legislation, by the raising of the age of criminal responsi- 
bility and by too much reliance on social workers who were more 
concerned with the whole family than with the individual child who 
might be truanting. 
Compulsory attendance at the urban school had just over a century 
of tradition (see Table). Professional manoeuvring over the 1972 rais- 


History of school attendance 


1870* Attendance 5 to 13 (local option) 

1876* School attendance committees set up 

1880* Compulsory attendance 5 to 10; employers of under 13s without local 
education certificate penalised 

1893* Minimum leaving age raised to 11 

1899* Minimum leaving age raised to 12 

1900* No employment under 14 without certificate 

1918* Compulsory full-time from 5 to 14 

1926 Hadow report recommends raising age to 15 

1929 Legislation for raising to 15 defeated 

1936* Age to be raised to 15 in 1939 (war postpones) 

1938 Spens report says raising to 16 "inevitable" 

1944* Age raised to 15 (delayed by war). Provision for raising to 16 "as soon 
as practicable” 

1947* School leaving age raised to 15 

1959 Crowther report recommends raising to 16 

1963 Newson report recommends raising to 16 

1964 Decision taken to raise age to 16 in 1971-72 

1968 Rise postponed a year in economising package 

1971 Decision that rise should take place from Sept 1972 

1972 February: Order ir Council to raise age from Sept 1972 


* Act of parliament (New Society, 17 May 1973) 


ing of the school leaving age was not an admirable story.?” The lobby- 
ing by teachers determined to see the school leaving age raised was 
followed almost immediately by their confession that it had been a 
terrible mistake. Professional vested interest (salaries were linked with 
the size of schools) encouraged secondary heads controlling the pro- 
fessional associations to press for the raising of the school leaving age. 
In addition many teachers saw the outside world of employment as 
soul-destroying and exploitative; adolescents should therefore be 
protected from it for as long as possible. Yet at the time of the Russell 
Report, which argued for adult and community education throughout 
life, many asked whether it would not have been better to have let 
those children leave who wanted to at 15 and offer them further free 
education later on. 

Large numbers of dissatisfied sixth formers who had had enough of 
school work and school ritual escaped into further education colleges, 
where at least they had a personal timetable, and could dress, smoke, 
eat as they wished and chat in an informal cafeteria; and they could 
belong to a Students’ Union. They might even be taught more effec- 
tively because of the better staff-student ratio. Those who remained in 
the schools often had a poorer deal. ROSLA was unfortunately intro- 
duced during a desperate teacher shortage when, in London, for 
instance, many children were on part-time schooling in secondary 
schools. Not surprisingly, many older pupils truanted. Those who 
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‘Can I go to play now, Sir?’ 


remained, often disturbed, unruly, or just bored and unco-operative, [183] 
added to the teachers’ difficulties. 

Scotland Yard reported in 1974 that truants continued to push up 
London's crime rate.?? Between 1969 and 1973 metropolitan juvenile 
crime arrests rose by 40 per cent. Juveniles were now responsible for 
more than half the recorded number of cases of burglary in the capital, 
two-fifths of the robberies and motor vehicle crimes and more than a 
third of all shoplifting and personal theft. In Lambeth, a neighbour- 
hood heavily populated by West Indian immigrants, the juvenile crime 
rate rose in 1973-4 by some 65 per cent. Police estimated that one-third 
of all secondary children in that locality played truant; in twelve daysin 
one truancy sweep by the police 734 children, most of them between 13 
and 14 years of age, were returned to thirty schools. During this period 
the underground stations in south London were the scenes of frequent 
mugging incidents by West Indian youths, which seemed to occur 
coincidentally between one and two in the afternoon, the time of the 
dinner hour for schools. 

But why could schools not just impose severe discipline on difficult 
Pupils? A survey carried out in 1972 by The Times Educational Supple- 
ment showed that out of 127 responding LEAs only a small number had 
banned corporal punishment, and then only for certain categories of 
children — usually physically and mentally handicapped children in 
special schools, primary and infant children.29 Education officers stres- 
sed that corporal punishment was undoubtedly declining, and two 
large urban authorities, Inner London and Edinburgh, had recently 
banned physical punishment from their primary schools. Problems of 
definition arose: what was the situation, for instance, of the London 
teacher of infants who occasionally slapped the leg of a very naughty 
child? Was that corporal punishment? 

Most local authorities issued regulations to teachers, in addition to 
the DES requirement that every school must keep a punishment book 
in which all instances of corporal punishment were recorded. In most 
schools a special point was made forbidding punishment on the head 
or boxing the ears, and it was emphasized that instruments of punish- 
ment should never be in the hands of a teacher engaged in teaching. 
Nevertheless, there were many contradictory practices. Norwich 
stipulated that corporal punishment should never be inflicted imme- 
diately, while Cheshire advised teachers that punishment should be 
instant and quickly forgotten. Not surprisingly, the educational lobby 
for the abolition of physical punishment (STOPP) was extremely active 
and achieved sporadic bursts of press and public interest. In 1977, for 
instance, lobbyists attacked the GLC for obtaining their canes from a 
sex-shop proprietor, 

Some of the most disturbed children did eventually go off to board- 
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‘You play empathy with me and I'll play empathy with you!’ 


ing schools or special schools. For, despite criticisms, much successful 
work was done with children sent to ESN schools.?! But most of those 
who gave trouble had to be coped with in the large, complex secondary 
school. Such schools therefore often had a hostile, edgy and tense 
atmosphere — or at best were genially chaotic. In many schools the 
approach to what had been traditionally called the 'sin bin', often now 
labelled 'the sanctuary', was the most telling indicator of disciplinary 
style.” The progressive secondary school, democratic and non- 
directive in teaching and curriculum, might set up a sanctuary where a 
popular member of staff or even a parent was stationed.* Pupils were 
encouraged to take themselves there if they felt likely to misbehave or 
dodge lessons. It was a preventive sanctuary. Many teachers favoured 
the sanctuary unit, since it avoided the trauma of split loyalties, thus 
making it easier to persuade the boy or girl back into the classroom. In 
the more authoritarian school a punitive line was taken. Pupils would 
be sent to a special room only after misbehaviour, and then made to 
work hard under strict supervision. 

A common sanction against the violent, disruptive or maladjusted 
pupil was suspension. Despite increasing public and parental disquiet 
over suspension procedures, following the Children's Act (1969), 
which made it much harder to get a child into court or residential care, 


excluding a child from school became virtually the only method of [185] 
self-protection for teachers. In 1967 166 London children were sus- 
pended from school; by 1972 the number had doubled; a similar pat- 
tern was reported in other British cities. The National Association of 
Governors and Managers and the National Council for Civil Liberties 
expressed alarm that children were being suspended for long periods 
without school governors and parents being properly consulted. 
Heads reported that most of the children suspended were ‘violently 
disruptive pupils’ who after two weeks’ or less suspension were 
allowed to return to school: unfortunately, in half the cases there was 
no reported improvement in behaviour. It was clear that truanting or 
suspended pupils tended to become even more anti-social in their 
activities outside school, and a variety of alternative, free school and 
special units began to be provided by both LEAs and voluntary bodies. 

Demands for firmer authority and more effective counselling sup- 
Port for secondary school children gathered strength after the suicide 
of Tina Wilson, a 15-year-old Southampton schoolgirl, in 1973. Tina 
took an overdose of aspirin, having written a suicide note which 
blamed incessant school bullying for her death. A legal enquiry con- 
ducted at the request of the Southampton Education Committee found 
that she had truanted 64 times that year. The enquiry criticized the 
School for not notifying the parents, for not investigating her truancy, 
and for insufficient co-operation with the educational welfare service. 
Neal Rutter, QC concluded by recommending that a full-time school 
counsellor should be appointed to the Redbridge Secondary School 
where the tragedy occurred. 

Within secondary schools, in addition to the provision of sanctuary 
units, specialists were appointed to undertake social work or counsel- 
ling. Any teacher could be paid a special responsibility allowance, and 
during the 1960s and 1970s it was increasingly a source of resentment 
among subject teachers that these allowances were being awarded for 
Pastoral work to tutors, year mistresses, house masters or home- 
liaison officers.** A school-based social worker was sometimes 
appointed, to work with children up to the age of 13 years and their 
parents.’ A growing number of school counsellors, their training 
influenced by American practice, worked with older pupils in the 
Secondary school, the emphasis being on the relationship with the 
individual pupil rather than the parents or adolescent group.?* Often 
the counsellor, trained to take a ‘non-directive’ stance, resisted taking 
9n a teaching timetable in case the authoritative style of the teacher 
Interfered with the counselling task. This often marred the relationship 
of counsellors with their colleagues; bad feeling also arose from the 
refusal of some counsellors to break confidentiality by telling col- 
leagues or even the head teacher what they had learned about the 


[186] criminal, sexual or disturbed emotional life of individual pupils. 
Should not the counsellor report that she had learnt froma pupil thata 
serious crime was about to be committed; or that a drug network was 
flourishing in the school? Some teachers felt aggrievedly that they 
were being gossiped about by counsellor and interviewees in the small 
room down the corridor. Nevertheless counselling grew in importance 
and influence. Some colleges of education began to offer a joint course 
in teaching and social work, and by 1972 there were 4,000 trained 
counsellors working in schools, most of whom were not counselling 
full-time but had taken up senior posts involving other duties. 

Comprehensive counselling services also grew up outside schools, 
since social work help was sometimes only accepted by adolescents 
when unconnected with the school. Doctors, the local authority social 
workers, youth club workers and independent clinics all offered coun- 

selling. 

The role of the educational welfare officer in the urban school was 
reshaped. Following the Seebohm Report and local government reor- 
ganization, the ex-servicemen and policemen who knocked at the 
doors of truants had begun to work with the new young social work- 
ers. Tensions arose when official policy was more sympathetic towards 
contemporary social work theory than the authoritarian tradition of 
the 'school board man'. In London the educational welfare service was 
unique in remaining unsatisfactorily a service in its own right. Else- 
where educational social work was often integrated into the new local 
authority structure, but officers did work in an educational setting, and 
could assert the rights of the individual school child rather than being 
simply concerned to hold families together. 

Social workers employed as community workers and teachers em- 
ployed as community education workers combined on joint projects. 
Hybrid teaching appointments became increasingly common, espe- 
cially in the campus community schools. Teachers were appointed 
with both a social work, counselling or youth club role and a part-time 
teaching timetable. In many secondary schools, teachers were paid to 
operate a 'third-session' day, often a sports club or homework session. 
They were the equivalent for older boys and girls of the after-school 
play centre for younger "latch key' children. 

It was not only the education service which expanded its range of 
provision for difficult secondary school pupils. The new social services 
departments with responsibility for community social work contri- 
buted original approaches. Young professional social workers under- 
took community work, ran adventure playgrounds, youth clubs and 
play schemes. Many ventures were also sponsored by voluntary 
organizations. Helped by urban aid, charitable money, and social 
services grants, adventure playgrounds, an idea imported from Scan- 


dinavia, appeared on many run-down sites in the major cities in the [187] 
1960s.?" Built with the intelligent use of spare materials, they attemp- 
ted to channel children’s vigorous play and destructive impulses; rope 
swings, wooden frameworks, earthwork mounds, a shed where 
equipment could be stored or wet day activities carried on and, in 
charge of it all, talented leaders sometimes professionally trained for 
the purpose, attracted children to the playgrounds. Successful adven- 
ture playgrounds were soon running all the year round, attracting 
large numbers of children who in term and holiday times would 
otherwise have become delinquent. The adventure playground team, 
sometimes as many as five or six people, nevertheless had an isolated 
job and were under pressure. There were the dangers of getting into 
conflict with the employer, whether it was the social services or the 
education department, or antagonizing local colleagues such as police, 
headmasters or teachers. It was tempting for the inexperienced adven- 
ture playground leader to help the truant escape through the back 
fence as the educational welfare officer entered the main gate. There 
was always a risk that informal leadership would turn into demagogy, 
nihilism or complicity with the adolescent underworld. That risk was 
especially great when success was based on emotional rapport with the 
problem teenager. 

Holiday play schemes, another innovation, sprang up increasingly 
in the deprived inner cities, particularly on housing estates.** They 
catered for children of all ages, providing coach trips, street theatre, 
Sports activities, discos and camping. Sometimes play schemes linked 
With play centres, school premises open during the holidays with 
Professional staff. Occasionally, special reading projects were built 
into play schemes or play centre provision so that children could work 
during the holiday to improve their attainment. A completely new 
idea, the ‘urban farm’, in dockland or a run-down neighbourhood, or 
on vacant acres of railway property, provided a gentler environment 
for other city children. 

The urban state ‘free school’ also had its part to play. Until the 1960s 
the free school movement had mainly flourished in country residential 
schools largely catering for the working class, maladjusted child or the 
children of the affluent middle class. Homer Lane's Little Common- 
Wealth, an approved school run as a therapeutic community during 
the first world war, had initiated the tradition which A. S. Neill 
Popularized.?? Lane had come to England in 1912 after successfully 
running a ‘junior republic’ in the US for difficult boys. He himself had 
been much influenced by the work of Makarenko with unsettled ado- 
lescents in the USSR just after the Revolution.” The inhabitants of 
Lane’s school had been over school-leaving age: but his co- 
educational, self-governing and informal educational approach had 


"a 
[188] been extemely successful with them. Unfortunately, his belief in the 
value of love asa therapeutic influence was injudiciously applied to the 
young girls in his care. This resulted in unpleasant court proceedings, 
his exile and early death. But a large literature of subsequent experi- 
ments testified to his influence.*! Over the next fifty years similar ideas 
were supported by local education authorities buying places for mal- 
adjusted children in the numerous country residential schools which 
were set up. Although the theoretical approaches of Montessori, 
Froebel, Winnicott, Bruner and many other progressives had sup- 
ported the logic of a free school with informal classrooms in the city, no 
really successful experiment had ever got off the ground. Now in 
desperation, and stimulated by the urban free school evangelists, local 
education authorities had started to experiment in that direction. The 
new Jerusalem was to be built in the city; a note of welcome realism. 
Nevertheless, such schools could not provide a final answer. It was 
still the ordinary secondary school which had to cope with the bulk of 


evi pem of truancy, delinquency, and the mildly maladjusted 
child. 


15 Social mix for urban classrooms 


In Great Britain, the US, Australia and New Zealand urban schools 
Policy was by 1977 on the edge of momentous reappraisal. 

It was clear that the increased social and educational justice sought 
through education had not arrived.’ Left-wing educationists no longer 
argued that equality through the schools or income could only be 
financed out of economic growth or surplus. Egalitarians had tradi- 
tionally argued that while the poor could be given the benefits of 
€conomic growth and expansion, income redistribution which took 
from the better-off would never be accepted. Yet the experience of the 
US, with its wealthy economy, had shown that despite affluence and 
an economic boom, surplus resources were more likely to be diverted 
to foreign policy than to the inner city school. Influential voices were 
therefore raised to demand the solution which had been clear all along. 
Planners, lawyers and housing experts began to reappraise the situa- 
tion. Decisions were made in Britain, and the understanding grew in 
the US and Australia, that policies for a socially and economically 
varied community were the educational solution. 

I n the US the pursuit of desegregation in schools led educational 
thinkers into scrutiny of housing and planning. In Britain, practical 
trends and legislation in the spheres of public housing and city plan- 
ning carried implications for socially mixed schools. In Australia, 
Problems of multi-ethnic education and housing led Wendy Sarkissian 
and others towards the question of social mix. Positive planning 
began to replace old-fashioned urban sociology, with its transitional 
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zones and assumptions about the inevitable deterioration of cities.” 

The picture changed most rapidly in Britain where a 34 per cent 
public housing sector allowed considerable legislative control over the 
future of cities. In the US there was only a 4 per cent public housing 
stock, but there was growing understanding of the impact of ethnic, 
housing and social class patterns on schools. The unsatisfactory 
attempts at school desegregation led US educationists to pinpoint the 
relationship between housing patterns, parental choice and big city 
schools. Independently of the British experience, US investigators 
concluded that social mix policy was the only answer to the phenome- 
non of white flight or the exodus of black middle income families from 
large cities, which often accompanied the desegregation of schools. 
Having identified as a culprit the massive social class drift from their 
cities, experts began to assert the need for rebuilding urban social class 
structure rather than relying on compensatory education or networks 
of alternative schools. 

The relationship between school desegregation and white flight in 
the US had at first seemed easy to explain. Differences between white 
enrolment in city schools before and after desegregation were attri- 
buted, quite simply, to the resistance of white parents. But there was 
more to it than that. 

During three post-war decades, the inner core of most US cities had 
acquired low socio-economic status. Remaining black or white middle 
class families worried increasingly over where to educate their chil- 
dren; and school systems which were increasingly segregated, socio- 
economically and racially, had emerged. By the early 1970s it was 
apparent that school desegregation all too often succeeded only in 
weakening the commitment of middle class families to the central city. 

The appalling problems of the US cities during the late 1960s and 
early 1970s, for instance the bankruptcy of New York, were well- 
known. But what was perhaps less well understood was that the 
growth of the ‘ghetto’ areas was actually encouraged by federal hous- 
ing legislation, which in the 1960s openly favoured segregated subur- 
ban developments in granting mortgage and insurance for new hous- 
ing and its purchase. Families were also helped at the other end of the 
transaction when they bought their house in the suburbs.? Housing 
subsidies increased opportunities for lower income whites, and young 
families in particular, to move out. Record levels of housing construc- 
tion were concentrated in the suburbs. Thousands of housing units 
were eliminated from central city housing stock in the process of urban 
renewal. City families now experienced high income tax, the highest 
homicide and violent crime rates, cutbacks in their police force, the 
massive abandonment of housing in the city, and the loss of more than 

a fifth of the city’s job and revenue base. Only in the mid-1970s did 


housing administrators begin to support the purchase of suburban [191] _ 
housing for blacks. Even then, housing policy was a sustained incite- 
ment to urban exodus, constantly destroying the chances of successful 
School desegregation. Now ^minority' communities began to flee from 
thecentralcities whenever they were able to buy suburban housing. 54 
Per cent of black residents of Chicago in one survey indicated a strong 
wish to escape from the central city. Many cities witnessed 'black 
flight as well as white, and in all cases it was higher income families 
who moved first. The concern of the blacks was not that the public 
Schools had become black institutions, but that they were becoming 
low status institutions. Black middle income parents who continued to 
live in central city areas increasingly bought private education for their 
children, 

US researchers vigorously disputed the issues of ‘white flight’ and 
‘tipping’: whether and how desegregation of schools accelerated the 
decline of white enrolment in central districts.* Research in Florida and 
elsewhere Showed that white withdrawal to private schools reached a 
maximum point when the proportion of black students went beyond 
30 per cent. Cities which began with large minority populations before 
School desegregation suffered especially from white withdrawal. An 
analysis of white flight by J. S. Coleman and his colleagues led them to 
Observe: ‘The effect of desegregation on white loss is dramatically 
different for a city that has largely black schools and largely white 
Suburbs, and for a city that has a small proportion of blacks and no 
sharp racial differences between city and suburbs'.? Accelerated white 

ight was more likely in the former. The conflict over bussing in Boston 
Teached the international press; in Memphis white enrolment in the 
Public schools fell by 20,000 after a bussing order, and the number of 
children in Private schools rose by 14,000. The New York Times reported 
that Memphis lost 46 per cent of its white public school students 
between 1970 and 1973, while it ranked second among the major cities 
of the nation in poverty.5 Attempts to introduce bussing were gener- 
ally Unpopular. International experience suggested that even parents 
Who were sympathetic to school integration did not accept bussing. 

CY complained of children exhausted or occasionally lost in the 
endless bus rides which persisted year after year. Unless the integrated 
School had markedly better classrooms, teachers and discipline to- 
8ether with less racial hostility the parents would still buy out. 

But the Picture was even more complex. The ‘tipping’ of US schools 
sulted in Tesegregation in transitional neighbourhoods which might 

ein the inner city or the suburbs, but towards which a growing black 
Population had been steered through the housing market. These 

ansitiona]' neighbourhoods were especially avoided by white 
uyers, and a vicious circle was thus completed. 
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However, it became apparent that issues of race and class in the US, 
as in Britain, had been confounded. The ethnic enclave could break up 
and yet the schools could grow worse as a deprived lower class com- 
munity, possibly ethnically mixed, assembled itself. Schools where the 
poor and disadvantaged congregated were no more attractive to 
‘minority’ middle income Greeks, West Indians or Hispanics than they 
were to ‘respectable’ white parents. US schools desegregation was 
often characterized not so much by an influx of black children into a 
white children’s environment as by an influx of lower class black 
children into a middle class environment which might be black- or 
white-dominated. 

The biggest obstacle to developing desegregated schools in multi- 
ethnic urban neighbourhoods in the US, however, was the extraordi- 
nary strength of the historical tradition of housing segregation in cities. 
The few stable inter-racial or even socially mixed neighbourhoods in 
cities had arisen in peculiar circumstances. There was little chance for 
municipal intervention, with only 4 per cent of the housing stock 
belonging to the public sector." Many companies gave housing loans, 
as in Britain, but using a 'red-lining' policy by which they refused to 
lend on properties in inner city districts. Black estate brokers in a 
Detroit school desegregation case spoke of rebuff, subterfuge and 
humiliation endured when they attempted to obtain property in white 
districts. When Washington DC desegregated its schools, real estate 
brokers were constantly telephoning the school board to find out 
which schools would serve given neighbourhoods. 

A complex picture could be built up. In Philadelphia, a large pro- 
portion of white families in racially mixed areas were Catholics. There 
were numerous parochial schools in the area and few blacks were 
Catholic. It was safe to choose a parochial school. In Chicago the 
middle class black parent avidly sought places in the Catholic high 
schools for their children. It was the same elsewhere. In Australia, 
following à change of immigration policy in the mid-1960s, a wave of 
new Australians', Mediterranean Catholics, arrived to swell atten- 
dances at schools formerly monopolized by Catholic families of Irish 
origin. US appeal 
Detroit or St Louis, where only 30 per cent of whites remained, gradu- 
ally began to realize that their verdicts could be counter-productive. All 


‘minority’ students and 80 to 90 per cent of them we 


ing inner city schools? Such circumstances made it impossible to 
achieve anything but a s 


tion. Yet the court orders demanded by activists continued ina steady [193] 
stream. 

In Philadelphia, Cincinnati and many other cities, just as in middle 
class Melbourne or Sydney, a different response was to offer parents a 
network of ‘alternative’ schools to which the board either gave grud- 
ging support or ‘bootleg’ supplies, or turned a blind eye. Philadelphia 
had a ‘school without walls’; Cincinnati offered a variety of alternative 
options ranging from work on inland waterways to working alongside 
à member of the city council.? Some cities, like Cincinnati, also pro- 
vided schools for the performing and creative arts or, as in Australia, 
Schools offered bilingual programmes. ‘Alternative’ elementary 
Schools catered for progressive parents wanting a Montessori 
approach as well as the black parent wanting a traditional classroom 
With a special emphasis on reading. In many cities, empty classrooms 
Were used to provide free schools for drop-outs, and store front 
Schools or street academies were also encouraged. 

Magnet Schools, offering a special emphasis on some aspect of 
curriculum, flourished in many big cities. The magnet school pro- 
gramme in Houston, for instance, began following the failure of a 1970 
court order mandating major action to promote integration. Eleven 
Pairs of schools had been desegregated, but the level of integration 
within them deteriorated between 1970 and 1974. A magnet scheme 
Was therefore inaugurated in 1975. Students worked in a ‘cluster’ 
Programme in particular schools, joining others from a different back- 
Bround for one week or less ata time. This plan, copied in other cities, 
Was not aimed at complete racial integration but at moving towards it. 

‘agnet schools offered an alternative to parents wishing to send 
their Children to desegregated schools. Experiments such as that on 
New York's Upper West Side, where in 1977 elementary schools were 
Joined together in a ‘mini magnet’ system designed to encourage 
middle income parents to remain in the neighbourhood, had a positive 
suse Purpose. Magnet schools could certainly play a part in creating 
Pr retaining socially mixed classrooms. But, as some critics warned, as 
ong as little systematic information was gathered about the socio- 
pconomic composition of the enrolment of magnet schools, there could 
». hazards, The dangers of creaming off or elitism needed careful 
monitoring, Only the severity of the US educational crisis could justify 
What Seemed to be a selective trend. For surely what the Americans 
s Teinventing, unless social and housing class factors were sensi- 

vely considered, was the grammar or selectively technical school 
Which the British had been so busy abolishing. 
oe ge Picture was not entirely depressing. Where school systems 
E ed off with the right balance, school desegregation had been 
Ccessfu], Charlotte, in North Carolina, promoted a widely admired 


[194] ‘integrated’ schools’ system. Parents could not easily work in Charlotte 
and live outside the school district because the desegregation plan 
involved the entire county. Obviously, where white flight was dif- 
ficult, there were inbuilt safeguards against residential instability. In St 
Louis, the city administrators who had insisted a hundred years earlier 
on shedding their hinterland attempted to reclaim it so as to have a 
large enough school district to prevent white flight. In Kansas City 
urban lawyers successfully attacked in the courts the mortgage com- 
panies and banks who made it difficult for blacks to buy into the 
suburbs. 

Havighurst and others came to the conclusion that socio-economic 
balance might be more important than the mere desegregation of the 
schools, but the US courts had seldom been willing to consider this in 
drawing up plans for desegregation: ‘The courts have not considered 
socio-economic factors because the constitution does not address itself 
directly to prohibiting discrimination on the grounds of social class. 
The constitution has been satisfied by a legalistic effort to reassign and 
transport pupils with a small and frequently temporary reduction in 
the proportion of minority students’. [t was the same story again asin 
Britain, where failure to talk in terms of social or housing class had 
oe the comprehensives and the urban informal school move- 
ment. 

In the US Havighurst argued the need for ‘a change in the legal 
theories used to decide major school desegregation cases’. He con- 
cluded that: ‘Bold efforts are needed to achieve the kind of desegrega- 
tion policies outlined, but the success of these efforts could make 
possible the survival of big cities and improve the quality of life.’ 
Emphasis would need to be laid on the establishment of middle income 
housing in inner cities. M. 
bourhoods that were integ 
send their children to sch 


8 advocated social mix in town plan- 
." Many arguments were advanced. 
promoted intellectual and cultural 


ed communities were more likely to 
igh degree of residential and educa- 


tional social mobility which encouraged people to leave the district [195] 
threatened kinship, neighbourhood, family and community networks 

and loyalties, while a range of housing types and tenures in one area 

would allow upwardly mobile residents to stay. Any residential area of 

the city should reflect the diversity of the urban world and those who 

lived in suburbs or slums therefore experienced a loss of quality of life. 

The cities depended on a range of people to run services, and for this 
Socially mixed community was essential. Social mix in housing was 
needed so that workers could afford to live in the cities, otherwise 
railways, hospitals and schools would be short of staff.” 

Ideas of social mix in the ideal community had sprung up in various 
forms in Britain from the nineteenth century.'? The most influential, 
Prolific writer on social mix among contemporary urban planners was 
Lewis Mumford, whose early work, a blueprint for British town plan- 
ners, urged that town planning provided a physical basis for better 
community life." Arguing strongly against segregation of any sort, 
Mumford wrote on the benefits of residential mix in Sunnyside Gar- 
dens, New York, where over eleven years he recorded the neighbour- 
hood success in Making the Institution of Democracy Work. He effectively 
Popularized the neighbourhood concept in the inter-war years and 
urged British planners on after the second world war. 

International interest in social mix revived after the second world 
warin the debate about a new society. The experience of the electorate 
in the armed Services had led to an approval for social mix. The socially 
alanced neighbourhood was an honoured place in planning texts: 
although neither the degree of mix nor the means of achieving it were 
Ever spelled out clearly. In the 1960s the myth of suburbia was rigor- 
ously attacked in the US, where a new interest in down-town neigh- 

Ourhoods like Greenwich Village, containing vibrant diversity which 
the Suburbs lacked, was stimulated. Jane Jacobs, in The Death and Life of 
~Teat American Cities, celebrated the inner urban neighbourhood with 
Its Special chemistry of people and architecture.'® In Britain the 
architect and local government politician Nicholas Taylor argued with 
others for a revival of the urban village, a return to small-scale Bent 
munity Planning and the abandonment of tower blocks schemes.’ 

n € occasional British planning expert asserted that the battle for 

OMpPrehensive schools in Britain had been anticipated in the battles 
e “Segregation across the Atlantic. For en route to the e 
li te ruling in 1954 that segregation was unconstitutional, US = 
ie B ‘ans championed social mix as promoting equality vio ee 
cep; o Bh sadly, as we saw, their efforts were ineffectual. The 

Pt of socia] mix had its opponents - in both Britain and the US black 
militants argued against integration in housing or schools because it 

"eatened the solidarity of the black community." British Marxists 


[196] like Brian Simon or the sentimental anthropologists of the Bethnal 
Green school seemed to believe that social mix weakened working 
class community. 

In England there was little drive from the academics like David 
Donnison and his colleagues, who confessed themselves quite unable 
to decide upon the pros and cons of social mix. Community experts like 
Peter Willmott commendably revived the social mix debate in specialist 
seminars or journals.!? But, perhaps quite rightly, the academics only 
ended up asking for more research to disprove or prove the case. Did 
living next to people actually lead to greater tolerance of social differ- 
ence? Did middle class leadership in socially mixed areas produce 
positive benefits for residents? Did people in mixed neighbourhoods 
engage more often in common social or political pursuits? Were the 
underprivileged helped — were services more efficient, less costly and 
more accessible to them? And there were the educational questions. 
What was the impact of gentrification on schools? To what extent could 


^... and furthermore, headmaster, I don't li i iti 
of middle-class values on my children," a sain 


a racially mixed school be truly i à 

ly mi | y integrated? Anyone who had spen 
much time in the ethnically mixed school had cerca that black 
children could sit in one part of the cafeteria, while whites or Cypriots 


satin another; the same was true of classrooms, assemblies and athletic 
events. More research was needed to examine the links between 
inter-racial friendship, socially mixed classrooms and self esteem, 
academic organization or even curriculum choice. Nevertheless, if its 
advocates were right, social mix might be a key to the survival of public 
commitment to the urban classrooms. 

The debunking by Jack Barnes of the EPA strategy had its effect in 
Britain.?? From 1974 government spokesmen began to announce that 
geographical priority areas rather than educational priority schools 
Were needed to combat deprivation. ‘We need to designate areas to 
which all the social services give priority’, declared Roy Hattersley, a 
Labour minister. ‘Today we have a whole range of unco-ordinated 
Policies. There is a great deal of wasteful duplication and a notable 
absence of concentrated effort.’ The upper hierarchy of government 
finally began to reappraise the strategy for inner cities and the conurba- 
tions. While teachers and educationists remained oblivious to the new 
trends and did little to promote social mix, many others acted. The 
British public housing sector was not as heavily loaded as its American 
counterpart with problem families, despite the general decline in stan- 
dards, Neighbourhood stabilization policies could be attempted 
quickly and effectively through the legislative controls available in 
fout Planning and public housing. Such initiatives became excitingly 
frequent after 1970.?! Positive moves towards economic revival in cities 
and the diversification of housing tenure were most encouraging. A 
1973 GLC document on planning strategy reflected a growing interna- 
tional mood: it declared that ‘if it is thought desirable that the present 
€xodus of firms and people must be stopped, the only way to bring that 
about is to ensure that housing, employment, travel, environmental 
and manufacturing conditions taken together are no less attractive in 

ondon than elsewhere. Ideally, people should live near or have 
access to their place of work and feel themselves to be an integral part 
of the socially and economically balanced community.” London 
P lanning experts and local people themselves began to argue for a 
Socially mixed community in the rebuilding of dockland for 150,000 
People, the greatest town planning project since the Great Fire of 
Ondon. The dockland plans contained the most advanced formula- 
On for social mix yet seen in Britain, the US or Australia.” — 

Other factors helped considerably. The Department of the Environ- 
Ment gave more help to local authorities concerned to restore employ- 
ment or Socially varied community life in the cities. Early in the 1970s 
€ British property market collapsed suddenly after some years of 
Dom. Private speculators suddenly ceased to compete with the public 
Dusing officials in buying urban land or houses, and the arena was left 
ce for the housing experts and planners. Furthermore, between 1974 


ti 
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[198] and 1978 the economic recession redistributed income involuntarily in 
British society. The difference between the standard of living of the 
worker and that of the middle class professional narrowed. Even the 
post-Houghton prosperity of the British teacher did not raise his stan- 
dard of living substantially above the skilled working class, although it 
did remove him from nearness to the poorer families. The erosion of 
income differentials made possible, even encouraged, the co-existence 
of different urban lifestyles in the same neighbourhood. 

The specific strategies adopted by the national housing and plan- 
ning strategists passed unnoticed by professional educationists, but 
had great importance for the urban classroom. It would be essential for 
any teacher or parent seeking understanding of the urban school to 
understand the technical housing mechanisms which had begun to 
operate. No single device could guarantee the revival of urban life and 


classrooms, but taken as a whole the housing strategies were powerful 
and sophisticated.” 


PEOPLE DONT ANOK 
WHAT THEY WANT... 


MUST 


The international pattern of gentifrication by middle income pat 
ents offered another potentially hopeful prospect.” As we have seen, 
middle class parents who had moved back to the inner city could 
become vigorous, if troublesome, activists on behalf of public educa- 
tion. However, the invasion of largely working class districts by highly 
organized middle class parents able to manipulate the housing market 
and the local authority grants system had diverted help intended for 


the younger, poorer families and ousted poorer residents. Tomeet this [199] 
problem a category of ‘priority neighbourhood’ for housing rehabilita- 
tion was introduced under the Housing Act of 1974. Where local 
authorities, often working with housing associations, wanted to 
create housing confidence or slow down the decline in rented property 
they could do so. In designated Housing Action Areas (HAAs) the 
housing department had special powers. Anyone selling a house 
which contained tenanted accommodation had to notify the local 
authority who had the first right to purchase. Housing departments 
now had a mechanism for controlling the social composition of a 
neighbourhood or even a street. Through a five year plan of municipal 
Purchase, rehabilitation and re-letting of individual houses, each local 
authority could disperse concentration of problem families and gener- 
ate social mix. However, massive infusions of government money 
available from 1972 for the ‘municipalization’ of housing stock in 
British cities were controversial in their impact. Local authority hous- 
ing departments bought private housing as it came onto the market, 
Not just in housing action areas, but in neighbourhoods which for- 
merly had no public housing at all. The London Borough of Camden 
municipalized housing in Barnet, the most middle class of the outer 
London boroughs. Middle income residents in a commuter village 
forty miles from London battled with the GLC who had acquired 
newly completed houses for their waiting list. They complained: ‘It is 
not that we do not want council tenants as neighbours, it is that our 
Prospective buyers do not want them’.”* Clearly the introduction of 
Social mix had to be sensitively undertaken, whether in middle class 
Istricts or slum neighbourhoods. Á 
The Housing Corporation, an independently working body set up in 
1971, but aided by the government to the tune of several hundred 
million pounds each year, began to act as a think tank and financial 
Sponsor for housing experiment. The Corporation lent money to the 
OUusing associations to buy and convert older housing, in an effort to 
encourage their further expansion. It also set up a Housing Co- 
Operative body which after 1975 encouraged co-ownership schemes 
and housing co-operatives involving tenants’ self-management.’ 
fter a decade of largely successful development the housing 
aSSociations were changing their own policies, and by implication their 
attitude to social mix.28 Early in the 1960s they had concentrated on the 
homeless problem family, buying dwellings which they could pur- 
chase and convert cheaply. By the 1970s they virtually owned whole 
Streets in difficult neighbourhoods, like North Kensington in London. 
hey discovered that they themselves were causing serious social 
'slocation. The lack of neighbourhood balance in a community domi- 
nated by problem families put explosive pressure on teachers, social 


[200] workers and medical services. The increasing shortage of bus — 
and hospital ancillaries put the associations under pressure to give : 
quota to such workers, and they began to do so. In the public secto: 
local authorities, also aware that essential services were underman- 
ned, did the same. The housing waiting-list rules, which demanded 
that candidates had lived in the locality for years or had been born 
locally, were waived. In London housing was provided for teachers 
from 1969 onwards. Introduced during the worst period of staffing 
shortage, the quota soon ran at 315 dwellings a year. " 

Management policy in public housing slowly began to change. 
Existing residents in public housing were more often given the oppor- 
tunity of taking new or rehabilitated dwellings near their old address. 
Married children could live nearer to parents. The rehabilitation of old 
houses was emphasized, tower blocks were no longer built and there 
was a new emphasis on low-rise, high-density houses with gardens. 
Public housing managers introduced more schemes for local tenants 
participation. If only because of the inflation of management costs it 
was felt that the tenants would have to be more involved in self- 
management and participation. It was actually cheaper not to treat the 
public housing tenant like a serf or second-rate citizen. Tenants should 
havea major say in estate design, management, caretaking, tenancy 
rules and the adjudication of disputes. 

Housing managers had become more sensitive to the criticism that 
problem minorities were being concentrated on certain municipal 
housing estates or blocks.?? The policy of putting large numbers of 
unsupported mothers or West Indian families together was ques- 
tioned. By 1976 the changing of opinion led to suggestions that the 
records of ethnic origins of public housing tenants and occupants 
could be kept, in order to ensure that minorities were not unfairly 
relegated to poor quality accommodation. Large cities like Birming- 


ham, or boroughs like Camden, started recording ethnic origin an 
telling tenants why. 


But this did not tackle th 
their housing. The invisibl 
arated public i 


housing more popular. By 1976 only 45 
public sector were covered by rents, co 
Public housing w 
unperceived burd 


mpared with 73 per cent in 1965- 


show-piece housing 
ad been envisaged aS 


an ideal environment which would attract a socially varied tenantry. A [201] 
new idea, the sale of council houses to long-term tenants, was sup- 
ported by moderates of the Left as well as housing policy experts of the 
Right, although many right-wing Labour politicians went on arguing 
against it. Council house ownership during a period of house price 
inflation could benefit the poor family more than any other kind of 
help. Individual freedom from petty rules and restrictions formerly 
imposed by the housing bureaucracy would also be a great achieve- 
ment. The cycle of poverty and low self esteem could be interrupted for 
the first time in the lives of many families, and the distinction between 
house ownership and public housing could be eroded before it caused 
permanent damage to the structure of the cities. 

Progressive public housing authorities therefore introduced 
schemes of rent mortgage, community leasehold or equity sharing on 
an experimental basis. The GLC and Birmingham, together with others 
encouraged by the Housing Corporation, allowed tenants to use any of 
these schemes of paying a mixture of rent and mortgage. After a period 
of time accumulated rent could be regarded as the mortgage down- 
Payment, and the tenant thus became a potential owner-occupier. The 
great advantage of such schemes was that they encouraged the more 
ambitious, socially active tenant to remain in public housing estates, 
and thus maintained a more lively, varied community. Tenants 
became house owners without changing their address. That was a 
tremendous step forward. For nothing had been more threatening to 
Social mix than that social mobility which took tenants out of urban 
schools and inner city public housing.” è 

All these new housing schemes had long-term effects which had 
clear consequences for the schools, and not least for community educa- 
tion. Finally, in 1977, the government announced a major policy shift 
towards atotal strategy for the inner city.” Nowitwas upto education- 
ists, especially teachers, to enlarge their vision and actively campaign 
for the urban strategy which was proposed. In particular, they would 
have to consider the role of the school and the teacher in such a society, 
and be prepared for radically new approaches. 


16 Community schools and teachers 


A community, consumer voice in the use and management of schools 
was increasingly demanded from the late 1960s,1 


play facilities, provision for handicapped children, how to be a school 
manager, obtain a maintenance allowance or help in a literacy scheme 
or lobby for comprehensive school reorganization. But there was 
embittered debate in CASE over the question of private stance and 
public commitment. Should officials persist in buying private educa- 
tion for their children while working for CASE, the membership asked 
itself? 

Pressure groups of both the Left and Right began to show increasing 
interest in accountability through school management and to argue 
that renewable contracts would improve school leadership. Head 
teachers should have to justify their decisions at governors’ meetings, 
in order to encourage a general sense of involvement and responsibil- 
ity. In the period which preceded the Taylor Report of 1977 with its 
wide ranging recommendations for change, few were satisfied with 
the government and management of schools. Baron and Howell in a 
substantial review in 1972, for instance, found that large authorities 
frequently grouped schools together under a single governing body: 
but this was very unsatisfactory from the point of view of the indi- 
vidual school. The relationship between governors and the chief 
education officer was crucial: ‘without doubt the authorities in which 
the governors are most likely to play an active part are those in which 
the CEO favours their doing so’, observed Baron and Howell, echoing 
Caroline Benn. But their study showed that in most authorities, gover- 
nors did not dream of taking a close interest in curriculum matters, 
despite their official responsibility for ‘oversight of the school and its 
curriculum’. 

Until the reforms proposed by the Taylor Committee were 
implemented the role of the school manager or governor was 
stereotyped in the public imagination. They were local worthies, 
members of the Rotary Club, whose main concern was a prominent 
place on the platform on speech day rather than any commitment to 
education; or perhaps hard-nosed politicians, who owed loyalty to the 
party more than to the school. How far could governors, and parents, 
now be partners rather than rivals to the teachers in the urban school? 
A Schools Council report asserted in 1976 that: ‘the majority of parents 
have little desire to interfere with the way schools are at present 
organized and controlled, but on the other hand there is firm evidence 
that many parents would welcome greater information, consultation 
and involvement in their children’s education than is available to them 
at the moment." The average preoccupied, busy parent perhaps did 
not want power. But half those interviewed thought their contact with 
teachers was insufficient, whereas the teachers by contrast 'tended to 
be satisfied with the present level of contact between home and school, 
and more specifically with the opportunities given to the parents to be 


[203] 


[204] involved with the life of the school’. In 1973 the National Association 


for Governors and Managers recorded that at least thirty-two local 


teachers or parents to the manag- 
elected by other Parents or some- 
ons.* A radical move in some 


i to the Community Health Councils, with 
a predominance of parents but including professional representation. 


the local community. 


The Taylor Committee found that there was a clear need for the 
nservice education of governors and managers. But it did not consider 
the far more Important idea of a Support service which could respond 


was suggested, should have power to precept from the rates to make 
local improvements and provide amenities such as nursery schools 
and playgroups, playing fields and swimming pools, youth clubs, 
home help services or small yards with car repairing equipment or 
other services. Local surveys had found that 7o per cent of people were 
in favour of neighbourhood councils. But except in a few cities where 
community politics were fashionable, neighbourhood councils did not 
at first make rapid headway, although they clearly had much to offer.? 

As we earlier concluded, increased social mix, with public participa- 
tion in local, environmental and educational management would be 
tremendously helped by the community school and community edu- 
cation policies. From the 1960s community schools had flourished in 
the conurbations.!? During a period of generous educational spending 
many new schools undertook community provision —the large campus 
comprehensives as well as the small community primary schools. The 
Cumberland community school built around a public footpath sym- 
bolized the vision of planners and teachers. In London, on the Isle 
of Dogs, the £2m community campus and school opened in 1976, 
incorporating an Adult Education Institute, a Youth Centre, a sports 
and leisure centre, a day centre for the elderly and a day nursery."! 
A community school at Sutton-in-Ashfield, a declining mining town 
which was given extra economic support as part of government policy 
for 'grey areas', opened in 1974, sharing the building with an ice-rink, 
bowls centre, restaurant, theatre and sports hall where mum could 
drop in from shopping just up the road to join the children. At the 
new town of Milton Keynes a campus of three schools, with com- 
munity education facilities, restaurant and bar, swimming pool and 
media resource centre served several thousand children and the 
townspeople. 

Interest in community schools in industrial neighbourhoods origi- 
nated with Robert Owen who at New Lanark set up the equivalent of a 
mid-twentieth-century housing co-operative and community school, 
using the corporate paternalism found in the twentieth century in Fiat 
of Milan or Broken Hill, the mining capital of Australia. But for most 
of its history the movement had a rural emphasis. In the 1930s the 
aesthete Henry Morris, an officer in the Cambridgeshire education 
authority, had set up many village colleges. Morris saw the village 
college as a rural centre containing a secondary school: not as a social 
centre which used the school after four o'clock." In the 1970s the EPA 
enthusiasts revived the community school in the urban setting. 
Halsey, Midwinter and their colleagues were criticized by some for 
suggesting 'that the community school seeks to obliterate the bound- 
ary between school and the community, to turn the community into a 
School, and the school into a community'.? With Illich they saw the 
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‘Please Sir, my dad wants to know if I can stay in school at weekends,’ 


community school concept as a sweeping, heretical claim for the school 
as the new saviour of society." 

Most people agreed, however, despite the problems of what to 
charge the public or of caretaking eighteen hours a day, 


evenings and 
weekends in the cities when children had need of them. 


There was keen debate over community school size, Should they be 


modern facilities to the small ill-equipped church hall, or dimly-lit huts 
on inadequate ground facilities. 


‘Run — it's the community service kids — they're worse than the police.’ 


Some argued against the small community school, stressing the 
danger that creating such a school in a ‘ghetto’ neighbourhood would 
narrow urban life-styles and discourage social mix. Others argued 
that there was little value in a community campus in an urban setting 
as a centre of corporate life if it flourished at the expense of the pub, 
street corner, launderette or even living room. On the other hand the 
large secondary comprehensive campus, taking up to four or five 
thousand children and serving as many as eight hundred thousand 
adults, posed its own problems. Rural secondary schools had already 
found that a dispersed population did not stay on for after-school 
activities or attend for community education if they were dependent 
on rural bus services: the same applied to city dwellers who had to 
make their way through traffic jams or bad neighbourhoods. 

Community education had entered a volatile, creative and informal 
phase. New expertise increasingly enlivened urban life. Cheap video 
equipment recorded public opinion, and was replayed in launderettes; 
community education and theatre teams highlighted local planning 
issues in pubs, schools and tenants’ halls. Bookshops and coffee-bars 
selling paperbacks of working-class biography written by local people 
sprang up." The community education teacher travelled out of the 
classroom, perhaps to help seven or eight Asian women with English 
lessons in the home of one of them. The diversity of community 
education initiatives made this one of the most exciting spheres in 
which to work. 

The relatively neglected Russell Report on Adult Education (1973),!9 
in the first official review on the subject for fifty years, highlighted 
Some of the current trends. The Committee argued for éducation per- 
manente, the concept of continuing life-long education from the cradle 
to the grave. But its recommendations for second chance educational 
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[208] opportunities were acted upon only in the form of a national literacy 
campaign. 


But what were the teacher's attitudes in the midst of all this change? 
During this period, as we have seen, teacher morale and salaries 
improved considerably (though the British teacher was still well 
behind the average European teacher in both pay and conditions’). By 


‘I feel so good riding this now I can afford not to.’ 


1977 there was a danger that a retreat into d. 
tability, and the privileged life-style conferred by a major comparative 
improvement in pay, would distract teachers from urban sympathies. 
One survey found that 64 per cent of teachers did not see themselves as 
public servants,” although public service was an integral part of any 
sociological definition of teaching. 

The conservatism of the teaching profession should not be under- 
estimated. The declared voting intentions of British teachers in 1974 
and again in 1977 showed most intending to vote Conservative?! 72 
per cent of teachers in 1977 also favoured the retention of grammar 
schools, which Labour were committed to phasing out. Curiously, 
teachers with more professional qualifications and enjoying better pay 
and easier working conditions voted Labour. Some 50 per cent of all 
teachers, mostly women primary teachers whose pay was low, quali- 
fications minimal and whose hours and conditions were often the 


efensiveness Over accoun- 


toughest, voted Conservative in 1974. Most intending teachers also 
voted against the then Labour government. But this was perhaps not 
So surprising. A national survey of probationer teachers in 1972 looked 
at their social origins.*? It found that most women teachers (and a 
majority of teachers were women) came from a middle class back- 
ground, while most men teachers had working class origins. The 
NS leftish political urban teacher or college student was untypi- 

Teachers were also the most conservative occupational group in 
their housing choices. A 1974 survey of family expenditure reported 
that teachers were the largest occupational group of owner-occupiers, 
80 per cent of teachers being heads of households in houses or flats 
which they were buying.” Teachers spent little on drink or tobacco and 
below the national average on clothing, footwear and food. They spent 
above average only on transport, services and housing. The teacher 
was prepared to spend money to live in and travel from the suburbs. 
The family expenditure survey noted ‘the solid middle class image of 
teachers which emerges when their spending decisions are 
examined, ’*4 

A picture was thus built up of a largely female teaching profession, 
politically and economically conservative, committed to social mobility 
through owner-occupation and educational selection. No wonder the 
EPA head teachers had placed last and thirteenth in their priorities 
‘changing the social composition of school intakes’. As the largest 
professional group working in the cities, teachers had had a better 
Opportunity than any to witness the collapse of urban life, yet they still 
pursued a personal life-style of suburban owner-occupation and pro- 
fessional paternalism. Few city teachers, unlike their rural colleagues, 
lived near their pupils; the press and mass media had repeatedly 
pointed out the paradox of prominent educationists, cabinet ministers, 
inspectors, politicians and teachers sending their children to selective, 
fee paying or public schools. Many teachers shared the views ex- 
pressed by the headmaster of one of the most difficult secondary 
schools at Kirkby, near Liverpool. While president of the Headmasters' 
Association in 1974 he said: 'Iremain committed to the comprehensive 
idea but I am not prepared to sacrifice my own son while he and I are 
living in a society in which the purchase of an educational advantage is 
possible’. Unhappily, however, too many urban primary and com- 
prehensive schools had deteriorated beyond the point where it was fair 
to condemn teachers or parents reluctant to enrol children in them. 

The teacher as an isolated professional, consumer and commuter, 
and the administrator needed to come into contact with the social 
realities outside the school gate. If some multiple attack on problems of 
housing, education and employment could now break the cycle of 
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[210] deprivation and inner city decline, the teachers could make a special 
contribution. They were literate and articulate, in daily contact with 
large numbers of parents and the children who were future parents 
and workers in the cities. Teachers exemplified more than any other 
Occupational group the social and housing class drift which had 
opened up a great chasm in the urban community. They had a greater 
obligation than most to change their ways. But the cherished convic- 


g belief in compensatory 
education had a long history and could be hard to dispel. 


— indeed, the strenuous conditions of 


The reformed colleges of education, where teachers trained shoul- 
der to shoulder with social workers and others, and thus broadened 
their outlook, would still have an important role. The colleges of 
education had been major beneficiaries of the boom in public expendi- 
ture on education and people were beginning to call for results. 
Teacher training could no longer go on in rural and priestly isolation. 
The few individual experiments initiated before the 1970s by colleges 
of education which set up urban studies and teaching practice centres 
in cities needed to be extended.” Urban teaching practice put enor- 
mous stress on student teachers, but it demonstrably improved their 
urban understanding and their future chances of professional effec- 
tiveness. 

For the experienced teacher, implementation of the James Report? 
Suggestion of a term's secondment once every five or seven years, with 
the opportunity to study or work in local offices or factories, might now 
be possible. Replacement teachers were in good supply and work 
experience for teachers as well as pupils would help the urban class- 
room. There was even more talk of interdisciplinary courses with social 
workers, teachers, housing administrators and others working 
together. An emerging need was for some training to help teachers 
to become more willing to take into account the realities of the 
economy and employment. The recommendations of the Holland 
Report? in tackling school leavers' unemployment had at last sharp- 
ened teachers’ understanding of what schools could do during an 
economic recession; but British teachers also needed to look at the 
collaboration between industry, unions, parents and major employers 
Which in the US had harmonized high school curriculum with the 
€conomic pulse of cities. 

Above all, teachers would need to look atinnovatory moves towards 
the socially varied community. Perhaps they themselves would need 
to make some residential commitment, living in the city for a phase of 
their career, possibly in the general neighbourhood of the school, 
though no one wanted to compel the teacher to live next door to the 
school, so that kids were forever hanging over the back gate (ruling 
Out consideration of any scheme for getting teachers living locally had 
been an extraordinary decision at the outset of the Liverpool EPA 
Project). A neighbourhood commitment might be particularly appro- 
priate for a teacher with pastoral responsibility. Such a prescription 
might be thought totalitarian or against the spirit of an open society, 
but it could work — in Chicago, a city which had resisted the full impact 
of urban devastation through a powerful administration, teachers after 
1976 were required to live within three miles of the city centre,” and by 
1978 New York had made a similar proposal. Such drastic legislation 
was not necessary, however, in Britain, where many teachers and 
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[212] professionals lived within cities. The problem was often, rather, how 
to strike the right balance. Although in many ways it was not ideal, the 
neighbourhood of gentrification provided a good starting point, as 


many parents within it showed particular commitment to state 
schools. 


economic life now being proposed. 
qualities between poor and rich 


The problems of the urban schoo 
It is true that new ideas and the 


ing things about the British system is its potential for coping with the 
wider issues, because of its traditions of innovation in housing and 
town planning spheres, of state involvement and responsibility, and of 
the considerable freedom of the teacher to respond to the school and 
the children with whom he works. City classrooms all over the world 
will continue to change, but the British classroom can perhaps show 
the way in which other countries might move. 
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Glossary 


Adviser 


advisers were appointed in larger numbers bl a 
tion in Britain in 1974 when new Local Educatio 
hey support and inspect the quality of pa ii 
work, especially that of teachers in their first Professional year. Local advise 
i ite different from HM Inspectors (see below). 


‘para-professional’, A paid helper who assists teachers in supervising chil- 
dren, Preparing classroom materials, etc, 

Assessment of Performance Unit (APU) hich 
A 40-strong team of DES (Department of Education and Science) staff which, 
Working with Outside experts, 


» centrally monitors curriculum and children's 
attainment in the British schools System. 


Bennett Report 
This highly Publicized piece of educational research published in 1976 showed 
that informal education was less widely practised than had been imagined, 
and showed no Superiority over traditional teaching style. 

bilingualism 


A word with two meanings in the British school system: (1) teaching children a 


foreign language, e.g. French or Spanish; (2) teaching ea E their mother 
tongue, or the dominant language of their home background. 


Black Papers . . haie 
A ren = periodic publications, and a eee a na 
containing some truth has unhelpfully polarized educ 


block bandi i ; cordin 
Bind c - as 'coarse' streaming: roughly enue Used bred ias fee 
to ability in several similar classes for the same age group. llocating children to 
teaching, and by LEAs as a form of disguised selection in a 

Secondary schools. 


Bullock Report T i by the govern- 
An in report subtitled ‘Language for v qM] 8 
ment in 1975; deals with language and the teaching 


capitation ^ able' or other 
The School budget ‘per head’ given for books, paper, ‘consum: 
resources, 


CASE T nsumer move- 

The Campaign for the Advancement of State Pago erue childrenin 

ment particularly involving parents who have scapes eo or the US. 

State schools — much more common in Britain than 

catchment ; l is allowed to 
he Beographical neighbourhood or zone from which a schoo 

recruit (see also wedge catchment). 

CEE : iculum for the less 

auqtificate of Extended Education. An Sauna me msted by teachers. 

able sixth former, received with varying degrees o 


collegial staffroom head 
school where power is shared between the staff and the 


community education 


i i ich deals with 
€ Name given to the branch of an education authority wh 
adults, 


community school, communi curriculum . i by developing 
he linkin? ot the school with of neighbourhood, in particular by 
a Curriculum which reflects those links. 


Comprehensive school hool, where chil- 
" school, rf 
a largish, sometimes co-educational, ears in social or housing 
Ten start at 11 or sometimes later. Often more € SUE 
class, Sexual or religious factors, than the name v 


Consortium buildi ication methods, 
ere a Broup of LEAs combined to build schools i peer 
Usually for cheapness but sometimes on educational g 


“rporate mana ement izati 
É ation, 
n idea, mooted upon local government ueri ts a as a tea 
"sisted by LEA administrators, that LEAs shoul 
“partments under a Chief Executive. 


but strenuously 
m with other 
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cera psychiatric or educational social worker, careers adviser or per- 
sonal problems consultant working with secondary students, especially in 
larger comprehensive school. 

noce c NR experimental state school; in the county of Leicester- 
shire. 

CSE 


Certificate of Secondary Education. An examination and syllabus for children 
not clever enough to do the GCE (General Certificate of Education) but now 
put forward in a revised form as an examination for all to take. 

cycle of disadvantage 


The vicious circle of poverty, in which one problem leads to another, making it 


impossible for the poor and disadvantaged to break out of their circumstances 
unless some dramatic intervention is made. 


Department of Education and Science (DES) 
The government department (formerly the Minist 
schools, and increasingly the curriculum. 
Department of the Environment (DOE) 

The government department res 
Department of He 
Government depa 
dinner lady 

One of the many new faces in the sch 
who supervises the children at lun 
dyslexia 


ry of Education) controlling 


ponsible for housing and planning. 
alth and Social Security (DHSS) 
rtment responsible for running the Welfare State. 


ool, not a school meals Cook, buta woman 
chtime while the teachers rest. 


"Word blindness', a condition which has not yet been fully explained. 


educational disadvantage 
A more fashi 


‘black’ or ‘poor’ children ~ and 


educational deprivation', it is applied to 
slums or public hou 


í is a euphemism for those who live in inner city 
sing projects. 


educational welfare officer 


A social worker in the schools system, usually not based ina school, who has a 
commitment to children rather than the broader social work responsibilities. 
EPA 


-- 2 
schools in order of educational priority in order to allocate extra help pro- [217] 
Portionate to need. 

equity sharin. UR ï E 
end of — public housing tenants part-ownership while still rent 

ing their dwelling. 

ESN : i 

Educationally subnormal. Describes children with low ERE aaa who 

need special educational provision, usually in special schools. 


free school in i ised 
An independent or alternative school, usually small, run 1 enthusiastic 
accommodation in the inner city by drop-out, ies in Australia, free 
teachers. Although proliferating in the US, and Se ie 
Schools have been upstaged in Britain by LEA equiv $ 


General Improvement Area (GIA) ilable for 
A city neighbourhood where generous grants have Eee] streets. 
improving older property and the immediate landscape 


Green Pape ite Paper). 
A Pe ad paper put out by a government department (see White Pap 


Her Majesty's Inspectorate (HMI) 
€ central government team of inspectors of schools. 
Houghton Award ; i ific recognition of 
Substantial salary award made to teachers in 1975 in specific recog) 
their Contribution to society. 
Housing Action Area (HAA) > 1 Improvement 
An ae city street or neighbourhood, similar to T ee in principle, 
Area (GIA) but with more sophisticated safeguards, 
against 'gentrification'. 
housin co-operative by ithe tenants 
A colens of not more than 100 houses or flats managed by 
themselves and legally registered. 


induction 


Iso known as the probationary year, 


the equivalent of US internship; the first 
Year of teaching, at the end of which the teacher bec 


omes fully qualified. 


informal or open classrooms T i schools use to 

he phrase koe io and other visitors to pesa evt dee classroom 
describe what they find so difficult to track See dari i, rather than the 
Where the teacher proceeds by spontaneity an 


flexible lock-step approach of a prescribed curriculum. 


Inner L ion Authority (ILEA) enki ban schools sys- 
ormerly one. ae largest, now fast-shrinking, ut! 


; din 1964 from the 
tems, noted for its experimental vigour and its pe Forme! 
“qually famous LCC (London County Council). 


inspector n 1, ctorate). 
There are two kinds (see adviser, Her Majesty's Inspe 
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i à d da: H 1 DNE 
dolum A curriculum regimen when the whole day is indivisible and 
there is no timetabling for individual subjects. 


The Joint Approach to Social Policy: ‘a framework for assessing q4- ule 
the use of educational resources which crosses the boundaries of traditiona 
institutions, thus illuminating policy choices which otherwise might P 
masked.’ Links up Departments of Education and Science, Health and Socia 
security, Environment and the Home Office. 


LATE 
London Association of Teachers of English (see also NATE). 
Local Education Authority (LEA) 


There are 100 of these (similar to the US School Boards) in England and Wales, 
each covering between them 150,000 and 31 million of the population. 


magnet school 

A city school in the US where the 
attract parents and therefore Pupils. 
media resource officer 


Sometimes known as a Learning Resource Officer: a specially trained non- 


teaching professional who makes curriculum resources and runs the audio- 
visual aids in a secondary school. 


middle school 


curriculum or catchment is designed to 


, the middle school system usually caters for children 


etween 8-12 or 9-13 years. Less popular than was expected — they have not 


really caught on. 
mixed ability 


Unstreaming in the secondary school, the teaching of a common curriculum 
according to individual ability. 


multi-ethnic, multiracial 


‘Black’. British schools do not recognize their ‘white’ ethnics like the Irish, 
Welsh, or Scottish. 


municipalization 


Government financial assistance to local housing departments enabling them 
to buy up private housing as it comes on to the market in order to extend the 
public housing sector, 


for Multiracial Education. A pressure group of teachers in 
Cities like Birmingham or London, largely oe wi West Indian and 
Asian students, 


NARE 
National Association for Remedial Education. 


NAS/UWT 

National Association of Schoolmasters/Union of Women Teachers. The sec- 
ond most powerful teachers’ union. 

NATE 


National Association of Teachers of English, a pressure group for the ‘new 
English’ movement (see also LATE). 


neighbourhood council i ici 
The city equivalent of the village meeting, a key to improving publie participa’ 
tion in neighbourhood and schools (although the two are rarely linked). 
NUT 

National Union of Teachers. The largest teacher union in England and Wales, 
dominated by head teachers. 


Open classroom F 
Architects’ term: a cheap method of building a school without many internal 
walls to enable children to move about easily and informally. Often very 
Unsatisfactory buildings. 


Plowden Re 
port i i i 

ducation report of 1968 which praised progressive primary Rm a 
Urged ‘positive discrimination’ for the EPA or disadvantaged urban school. 
PPB D 
c = . ^ ted from the US whereby 

T gramme Budgeting: an approach imported fro: 

Policy choices are E so die the test overall decision is made and money 
accordingly wisely spent. 


Rank and File 

1, Ber group within the National Union of Te 
12765 onwards, with a membership of several hun 
Ing in inner City schools. 


rate Support 
Brant ities wi 
cheme by which central government helps local authorities pein Wine 
"d Schools and other services, in theory evening up provisio 
nd poor parts of the country. 


Tesources 
; Tesource centre " ; is spent 
“Sources is a catch-all word describing anything on m —Á e aid 
whicemetimes more narrowly designated as an amio pm oden libraries 
ich can be bought for the school. Resource centres are m! 


achers active from the early 
dred young teachers work- 


Which include ^non-print' materials like slides, tapes, charts etc. 
ROSLA 

= raising of the school leaving age to 16 in 1972-3- 
8 : 

anctuary (unit) lar form of provision for 


n Modern name for ‘the sin bin’: an increasingly popu 
m dd or disturbed secondary school pupils, usua 
chers on the school site. 


Sch 
ols Counci 
cil i esomecrealve 
€ national teachers’ and curriculum centre, which has mad 
Ntributions to curriculum. 


lly run by one or two 


co. 
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[220] Seebohm Report 


An influential report (1968) resulting in the reorganization of social work 
training along ‘generic’ and permissive lines. 


teachers’ centre 
A local meeting place, 


curriculum development and inservice centre for 
teachers. 


team teaching 
When several teachers 


(especially subject teachers) join together to teach a 
group of children. 


ten year rule 
A method, discontinued in 1973, 


without saying as much. In 1978 
counting. 


tipping ; 
A US phrase used to describe the point at which a neighbourhood and its 
Schools turn from white to black u 


pon, or immediately before ‘desegregation’ 
has been legally enforced. 


of counting black faces in British schools 
there were sensible proposals to revive 


vertical grouping , 

Also known as family grouping: the practice of teaching children of varied age 
together in one classroom. 

virement 


The accountant's phrase for 'the Power to switch money from one head of 
estimates to another (see also AUR). 


wedge catchment 
A secondary school intake zone in a smal 
narrow at the centre and wide in the suburb 
to each secondary school, 
white flight 

AUS term for the Phenomenon of white parents removing their children from 
desegregated schools, 

White Paper 

A government Paper indi 
bill is put before the Ho 


l city, formed by cutting wedges 
5, so as to direct a ‘range of ability 


cating legislative intention: the final stage before the 
use of Commons. 
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